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Viewpoint

The resurgence
of progressive education
The Progressive Education Association was officially disbanded in 1955 and except for the
briefest mention in newspapers of record there was little evidence that anyone cared. Yet now,
twenty-fiye years later, the ideals and philosophy that inspired more than three generations of Amer·
ican educators are experiencing something of a resurgence.
The reasons are obvious enough. After more than a century of increased specialization and
fragmentation in American Ille, and intellectual life in particular, the loss of community and a
meaningful sense of direction both for Individuals and society as a whole has become painfully
clear. The strength of progressive education was always that it could mediate the extremes of
thoughtless and uncritical conform ity to group standards, on the one hand; and on the other, the insane convict ion of radical ind ividualism that truth and reality are purely personal and subjective.
This is not to say that anyone is seriously suggesting that progressive education was perfect, or
that it should be resurrected and applied intact to our present situation. Rather, the resurgence is
one of vision, it represents a challenge to complete the task of earlier progressives and to critique
and improve upon their achievements. Simply put, the task is to define and promote the idea of
social democracy. The seminal contributions of earlier progressives to the design and institut ion of
a system of public education that could help attain this goal have been well documented. But we
can no more afford to canonize this work than to reject it categorically as wrongheaded or obsolete.
Earlier progressives had a tremendous faith in reform. They believed that if people could only
get together and act collectively with intelligence to solve the specific social, political and moral
problems of their age, there would be no need to choose between blind loyalty to trad ition and the
equally
nalirratio
alternative
of wholesale no-holds-barred revolution. A stronger endorsement of
public education would be hard to imagine. Not only did the progressives demonstrate a commitment to intelligence within the educational process, but to the belief that education must be con·
ducted democratically, i.e., within a public setting where different types of people can meet in
meaning ful dialogue and critically discuss their interes ts and perceptions.
Unfortunately the voluntary and enlightened associations of social democracy envisioned by
progressives were never fully realize
d.
What developed instead was a world of factions and self.
serving elites, a corporate and bureaucratic nightmare over which individ
uals, intelligent
or otherwise, exercise little or no control. The 20th century has, indeed, been the age of the manager. To a
significant degree we have lost both the will and the right to determine what is normal or desirable.
Are the progressives to be blamed for this? Was their Insistence on competence
a
precondition for responsible decision -making a casual factor which led to the emergence of the expert who now rules our lives so ruthlessly? I think not. It is not social democracy and public
education which have produced our present problems, as some would have us believe. Quite the
contrary. Here is where the ideals and philosophy of progressive education can once again be of
great value. Social democracy must be created anew by each generation. The public schools with
their emphasis on intelligence and inquiry are precisely the arena within which this process is best
germinated. That recent generations have failed to maintain the integrity of our schools Is beyond
debate. But the fact remains that democratic processes are learned. They are not instinctive and,
therefore, do not flower automatically. Either they are acquired through shared struggle and hard
work, or they do not exist at all. Without a viable system of public education where the children of
bankers and the children of plumbers learn to respect and communicate with each other, to work
with each other for common ends that are mutually agreed upon and intell igently selected, a
democratic society is impossible. John Dewey's faith should be our fai th. Society can formulate Its
own purposes, organize its own resources and shape its own destiny' only through effective
education. The public schools remain our best bet.
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Revisionism is really a propo·
nent of the structural status
quo.

John Dewey
and the ploys
of revisionism

By Joe R. Burnett

This article discusses some of the ploys wh ich might
be used for arguing that John Dewey's social and poli tical
philosophy can be interpreted as an instance of needed
revisionism in American thought.
What is meant, fi rst of all, by "revisionism?" What I
shall take It to mean is the modern tendency to reinterpret
so-called
l
libera thinkers of roughly the first half of this
century to show that they were In theory and/or practice
illiberal. Specifically this would mean one or more of the
following: that, while purporting or seeming to do otherwise,
(1) their work did not support any major structural
shifts in the corporate democracy: which prevailed
during that time (and, indeed, this time);
(2) they supported an elitism, If yet not the traditional
one; and/or
(3) they supported centralist
social
control of the
great bulk of Americans-in short, they supported
a formal or informal, centralized
oligarchy.
Dewey was the nation's major liberal ph ilosopher
during the period, and he probably had the greatest intelle
influence of any liberal thinker. He is a tempting
target for revisionists.
What It would take to show that" Dewey really was a
2

https://newprairiepress.org/edconsiderations/vol7/iss2/11
DOI: 10.4148/0146-9282.1923

proponent of the structural status quo would be one or
more of a number of things. One of these would be to
show that his theoretical philosophy openly advocated the
structural status quo. Another would be to show that the
philosophy was so inconsistent or ambiguou s that it
could be used to almost any purpose. Still another would
be that Dewey consistently took positions on practical
issues which supported the structural s tatus quo, even if
his theory apparently required that he would act otherwise.
Now I think Dewey's theory is under attack on all
three grounds; but, I further th ink that the revisionists are
not aware that they shOu ld keep the attacks separate, for
the attacks require different sorts of evidence and argument.
It is easy (but probably wrong), for instance, to view a
few specific practices of Dewey, conclude that his theory
must necessarily justify such practices, and then condemn his theory. Or, it is easy (but wrong) to become impatient with the scholarship necessary to fully grasp
Dewey's socio-political phi losophy, and "force" a rendering of it which leads to faulty interpretations of these
practices.
Herein I concentrate particularly, but not exclusively,
on what it is necessary for a revisionist to take into account if he is to succeed in showing that Dewey's social
and pol itical philosophy or theory supports or even lends
itself to corporate, elitist centralism. I do not think the
revisionist can succeed, but let us look at the case.
A Case in Revisionism
Why might a revisionist think he could succeed? If
the critic approaches Dewey's philosophy with the idea
that a political theory is basic to Dewey's or anyone's
social philosophy, he might think so. Dewey's political
philosophy, his theory of the forms of political power, will
certainly appear wish}"'washy if that is all one looks to.
With few exceptions, Dewey rooted his poli tical theory In
a social theory of democracy. This ls evident, although the
reasons for it are not yet fully clear, in his early and middle
works. There is, for Instance, the classic passage in De·
mocracy and Education, In which he gives us the t wo criteria which he says can be "extracted" from instances of
community:
Now in any social group whatever ... we find
some interest in common, and we find a certain
amount of Interaction and cooperative in tercourse with other groups. From these two
traits we derive our standard. How numerous
and varied are the Interests which are consciously shared? How full and free is the In·
terplay with other forms of association?'
Many student newcomers-but not only they, apparently- to Dewey's thought sense a major problem
here: they notice that the criteria do not specify majority
rule, a canon of democratic political thought. Dewey himself says that " .. . democracy is more than a form of
government; it is primarily a mode of associated living, of
conjoint communicated living."' And this makes it fair to
ask if there cannot be modes of democratic community or
associated living which do not abide by majority rule.
There obviously could be for Dewey; e.g., the family with
ctualparents dominant, the extended community and neighborhood with elders dominant, occupational and profesl siona groupings with knowledgeable and skilled crafts·
people dominant. These ordinarily are not examples of
EDUCA T/ONAL CONSIDERA TJONS. Vol. 7, No. 2, Winter, 1960
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majority rule, but they can, If and when they are consistent
with the criteria, be examples of democratic community.
The criteria simply are technically non-specific about PO·
litical forms.
If again, one is looking for political lorms or power
systems as basic, it equally can be noted that the political
form of representative government is not explicitly sane·
tloned. Obviously the criteria demand participation and
openness, but the form is left unspecified.
A third thing can mislead the unwary, and that Is
Dewey's heavy emphasis upon inquiry, the method ol intelligence, and science. Not infrequently Dewey speaks of
the mission of science as being almost necessarily cen·
tral to reconstructing a disintegrating American society. It
is easy, and I think on a few occasions, warranted, to in·
1erpret him as meaning by "science" the body of scientists and/or the social institution of science. If one makes
this leap, and it is a leap in the context of the corpus of his
writing, it seems easy to concl ude that Dewey is ad·
vocating a scientific meritocracy.
There is another possible source !or the view that
Dewey " really" did not countenance more than a mod·
lcum of participatory democracy. He sometimes speaks of
the rote of the citizen in a manner which seems curiously
unqualified to the ardent democrat. Thus, he writes that:
The devotion of democracy to education is a
familiar fact. The superficial explanation is that
a government resting upon popular suffrage
cannot be successful unless those who elect
and who obey their governors are educated.
Since a democratic society repudiates the principle of external authority, It must !ind a sub·
stitute in voluntary disposition and interest;
these can be created on ly by education.'
"laissez Faire Liberalism 0
These, I think, are the major ploys which can be used
to argue that Dewey's theory really is not democratic in
any new sense, but simply another rendering of classic,
laissez faire liberalism-this time with liberal intellectuals
replacing, as the elite, the captains of industry and the
other traditional sociO·POlitical interest groups of corporate democracy.
These arguments do not in fact "connect" with
Dewey's theory, however. Perhaps the most striking way
of showing this is by giving his arguments against making
absolute such political devices as majority rule and rep·
resentative government.
About the latter, Dewey maintains that it suggests or
"contains about all that is relevant to political democ·
' But
racy."
he views this political notion as having arisen
out of the push and pull of people seeking immediate re·
dress of felt wrongs or needs, rather than some cosmic
sense of justice. The ethical defense of the notion lies ra·
ther in its use, under proper circumstances, for obtaining
the quality and fact of community.'
The argument which is relevant in the case of rep·
resentative government is most succinctly and clearly
made by Dewey in the allied case of majority rule. It, like
representative government, is one of the things he should
refers
to as a political form of democracy, which was devised at a
particular time in history to protect the values ol community. He refuses to make it anything more than that, an
historical provision, for fear that It, rather than what it is to
protect, wil l become the important object. To do otherWinter. 1980
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wise would allow his philosophy to become a tool of what
properly is called on occasion, "the tyranny of the
majority." The more important thing is what comes before
and after a vote:
.. . antecedent debates, modifications of views
to meet the opinions of minorities, the relative
satisfaction given the latter by the fact that it
has had a chance and that next time it may be
successful in becoming a majority.•
In a word, what is more important than majority vote and
majority ru le is commun ity before the fact of them and
community alterwards !
The emphasis upon, or de·emphasis of, majority rule
and representative governmeni as forms of democracy,
then, hardly suffices to question the centrality of the
democratic notion in Dewey's philosophy.'
What then of his emphasis upon science, the in·
stitution and scientists? Do they represent a meritocratic
class which merely is to substitute for the businessmen·
industrialists In a nonetheless centralized, corporate soci·
ety? The question and its answers are so important to
Dewey's social
osophy
ph il
that I shall not apologize lor
quoting at length. In his discussion of an ideal society,
wh ich he referred to as the " Great Community," he did not
foresee corporateness or centralization which could (I.e.,
should) dictate life in decentralized communities. The
Great Community, he said,
... can never possess all the qualities which
mark a local community. It will do its final work
in ordering the relations and enriching the ex·
perience of local associations. The invasion
and partial destruction of the life of the latter
by outside uncontrolled agencies is the im·
mediate source of the Instability, dislntegra·
tion and restlessness which characterize the
present epoch.'
And, indeed, he traced part of the problem precisely to ex·
perts:
No government by experts in which the masses
do not have the chance to inform the experts
as lo their needs can be anything but an oligarchy managed in the interests of the few .. . .
The world has suffered more from leaders and
[expert] authorities than from the masses .'
Or again:
Rule by an economic class may be d isguised
from the masses; rule by experts could not be
covered up. It could be made to work only ii the
intellectuals became the willing tools of big
economic interests. Otherwise they would
have to ally themselves with the masses, and
that implies, once more, a share in government
by the latter.••
Or, still again : "A class of experts is inevitably so removed
from common interests as to become a class with private
interests and private knowledge, which in social matters
is not knowledge at all.""
This should put to rest the Idea that Dewey favored a
centralized form of interventionist, governmental control.
It
put to rest the idea of corporate democracy. It
should put to rest the idea of a meritocracy of experts or
technocratic meritocracy.
The final part of this ploy, Dewey·s occasional failure
to qualify himself about the function of citizen determination of rulers and " rules" is easy enough to dismiss

3
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as important in his total writings. Generally the qualification of necessary citizen control is present if one will but
pursue the discussion. In the instance cited earlier,
wherein Dewey speaks o f those "who obey their governors," one finds the qualification eventually forthcoming:
It is the aim of progressive education to take
part in correcting unfair privilege and unfair
deprivation , not to perpetuate them. Wherever
social control means subordination to class
authority, there is danger that indust
l educa·
r ia
li
ll be dominated by acceptance ot the

on wi

status quo. 12

And, speaking o f citizenship, he says there is a required
" .. . abil ity to judge men and measu res wisely and to take
a determining part in making as well as obeying laws."
Even stronger statements can be found, although
perhaps few in Democracy and Education. But, if we tu rn
to his greatest work on social and polit ical philosophy, we
read that,
. . . the current has set steadily in o ne direction: toward democratic forms. That government exists to serve its community, and that
this cannot be achieved unless the community
itself shares in select
ing i!S
governors and
determining their policies is a deposit of fact
left, as far as we can see, permanently in the
wake of doctrines and forms, however tran sitory the latter. They are not the whole o f the
democratic idea, but they express ii in Its
political phase... . We have every reason to
think that whatever changes may take place in
existing democratic machinery, they will be of
a sort to make the interest of the public a more
supreme guide and criterion of governmental
activity, and to enable the public to form and
manifest its purposes still more authoritatively."
This discussion of the ploy of attacking Dewey's so·
cial and poli tical theory of democracy should not con·
clude without emphasizing the point ot departure which
makes it mainly
possible. I
take that 10 be an erroneous
cons trual of the potiticat aspect o f Dewey's thought to
primarily inform the social aspect. It works j ust the opposite for Dewey. The social concept of democracy is a
necessary determinant of the political. Ultimately Dewey
has his eye on the qualities of commun ity associations
which can meet the two criteria which were cited. Such
qualities are not forms of democracy, they are the facts of
democracy. As he says,
Wherever there is conjoin t activity whose consequences are appreciated as good by all
singular persons who take part in it, and where
the realizat ion of the good is such as to effect
an energetic desire and effort to sustain ii In
being just because it Is a good shared by al l,
there is in so far a community. This clear c on sciousness o f a communal
In a life,
ll its im·
plications, constitutes the idea of democ·
racy. 1 '
The political problem is to determ ine how, upon given
occasions o f difficult y, to effect this fact and consciousness.
Finally, before shifting the analysis, one should recur
to the notion of inquiry or method of intelligence. A con4

https://newprairiepress.org/edconsiderations/vol7/iss2/11
DOI: 10.4148/0146-9282.1923

dition for democracy in his (and, o ne is sure, our) time was
widely diffused abi lit y to be critically
igent. intell
The
public requires this to rule itse
lf,
to selecl, inform. and
judge those who wil l represent ii. This is a necessity of the
age, heavily determined by science, technology, and
technolog
ial ical-industr innovation . And, in this connection, one can say that it Is a condition of the one form of
democracy which does seem to be imptlclt In the social
theory of democracy; viz., participatory democracy. To
th is point we will return.
Discussion Relevant to Literature
As pari of this paper, I want to criticize one particular
analysis of Dewey's thought, partly to show that the above
discussion is relevant to the current literatu re, and partly
to show that one need not expect the three types of ploys
to be so neatly isolated as my initial statement might unin-ionally
tent
have suggested.
The particu lar analysis is found in Walter Feinberg's,
Reason and Rhetoric. Dewey is treated as one, although
perhaps the central, fig ure in arguing a revisioni st case;
and , it is solely upon his analysis of Dewey that I con centrate. That I find this analysis very seriously flawed
should not be taken to indicate anything pro or con about
his general thesis o r his analysis of other so-called
eral lib
thinkers. The general thesis does, however, set the con·
text for the discussion cf Dewey.
The major oversight of progressive reform was
a failure to fully unders tand the Implicatio
ns of
its recognition that every social structure is an
embod iment of a set of values and that the in·
stitu tions in which these values are expressed
have a strong influence on determin ing the
desires and inclinations of the members of a
society. Thus in:;tead of a prolonged evaluation
of the principles of social organization itself,
the progressives insisted on evaluating institutions merely on the basis of th eir funcwou Id
nalnegr
tio
int atio ."
O
ne
expect to find that Dewey was excepted
from this "the major oversight ot progressive reform;" for,
if there is anything evident (in the earlier quotes, for example} it is that Dewey d id not make the mistake referred to
by Feinberg. But Dewey is precisely the example chosen.
Dewey, he writes,
. .. merely denied that the social interest was
best served by the business establish
ment
and
proposed that institutions be altered so as to
free technology from its control. His alternative was to change the position of the science
and engineering establishments for that of
(the) business establishment assuming perhaps that as the interest of science was served
so too would be that of society. Yet like the
laissez-faire theorist, no criteria other than functional ones were established to judge whether
or not the social interest was being served. ••
The criteria of democracy and the concept of ideal Ized
community provide precisely the principles Feinberg says
are lacking . Further, the whole notion of an eli tist
m~ritocracy is, as we have seen, repug nant to Dewey. Still,
Feinberg also cou write:
Dewey was suggesting as d id Plato before him,
that the intellectual's place was within the
EDUCATIONAL CONSIDERA TIONS
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power s tructure, guiding the political leadership in the governance of society. Unlike
ato,Pl
however, who felt there w ere definable limits
under which such a rote should be assumed,
Dew ey expressed no limits, and no alternatives.111
Now all of this is sheer error: Dewey flatly refused to
make the functional arguments supplant his principles.
Dewey's distinctions between social democracy (ethical
and moral principles) and polllical democracy (forms of
governing) Is spelled out most thorougl\ly in The Problems
of Man, particularly in the last three chapters; but, curiously, this Is a volume to which Feinberg has no refer·
ence in Reason and Rhetoric, although he did make use
of it in an earlier article which is partially incorporated In
the book."
If one looks more closely at Feinberg's account of
Dewey, he finds some other curious things which deserve
mention. For lnstanoe, in two quotations from Dewey,
Feinberg supplies italics without indicating that he has
done so. In the first case, I judge that the effect Is to make
Dew ey seem precisely to support functional arrangements rather than democratic principles. On the latter of
these t wo occasions Fein berg even repeats, apparently
for emphasis, just the passage to which he has added the
italics-emphasis, again not noting the italics are his, not
Dewey's. I quote both passages.
The Deweys' descriptive citation o f the Gary
School in Schools of Tomorrow provides some
idea of the techniques that were available for
this purpose.
They (the immigrant parents) are natur
y a ll
suspicious of Government and social
authority ... and it is very Importa nt that
their children should have some reale
knowledg on which to base a sounder
judgment. Besides giving them thi s, the
schools try to teach American s tandards
of living to the pupils and so their par·
ents. On entering school every pupi l
gives the school ,office besides the usual
name, age, and address, certain Information about hi s family, Its size, its resources, and the character of the home
he lives in. This record Is kept in the
school and transferred if lhe child moves
out of the school district. ... By com·
paring these with any family record, It Is a
simple matter to tell if the family are (sic]
living under proper moral and hygienic
conditions.. .. If bad conditions are due
to ignorance or poverty. the teacher finds
out what ca.n be done to remedy them,
and sees to It that the lamily learns how
they can better themselves. If conditions
are very bad, neighborhood public opln·
Ion Is wort<ed up through the children on
the block."
The second passage: Dewey reported
... it is still possible for a scholar to speak out
on the cont
roversial side of an Issue If he approaches the problem " in such an objective,
historic, and constructive manner as not to ex·
cite the prejudice or inflame the passion even
of those who thoroughly disagree with him."
The intent of the statement Is puzzling since
Winter.• 1980

Published by New Prairie Press, 2017

clearly issues of academic freedom will never
arise if prejudice or passion are not inflamed.
but its effect is to place the burden of proof on
the academi c style o f the intell ectual dissenter
even to the point of holding him responsible
for the reactions of those "who thoroughly
disagree with him."Presumably a passionate
reaction was to be taken as evidence of some
k ind of deficiency in the presentation. After all,
Dewey reminded his readers, the scholar
" needs tact as well as scholarship.""
Further, regarding this last passage, Feinberg does not
note that Dewey goes on to qualify the importance and
nature of " tact," Dew ey saying that " ... ' tact' suggests
perhaps too much a kind of Juggling diplomacy with the
questions at issue." 2 "

There is another passage I think one must note,
although there are others still." Th is one seems to
"presume" on Dewey's intentions, however contrary to
his democratic principles. In the context of a discussion
of Dewey's account of evaluation and his ethical theory,
Feinberg says,
Part of the appeal of Dew ey's argument lies in
its philosophical ambiguity. For not everyone
would agree that ethical behavior and evo·
lutionary progress are the same thing or that
the lat ter should serve as the criterion for the
former. Some would even fine peculiar the
suggestion that our most cherished acts o l m,
altruis
such as caring for the old are bes t
judged as preparat ions for war or o ther survival
activity. If Dewey were putting forth only a tac·
tual claim, then all that c ould
ally
re
be said Is
that at c ertain times in human his tory, there
may be fortunate coincidences between eth ·
ical ac ts and evolutionary processes. But of
course this watered down claim did not really
suit his purposes and it was useful for him to
leave the ambiguous qual ity alone. On the
other hand, to suggest outright thal evolu·
tionary surviva
l
w as to be the criterion for et hi·
cal activity would have been to provide some
clear guidance as to how an ethical claim mlghl
be objectively judged . Yet precisely because
such a criterion can be challenged on other
grounds, it was again best for Dewey to allow
the ambiguity to stand. However, Dewey·s
claim does require some analysis."
The passages in Dewey that are on question do not In·
dicate to me that Dewey thought his best purposes would
be served by ambiguity; indeed, this claim about what
Dewey round " usefu l" and " best" seems merely to
" poison the wells" and prejudge the very analysis which.
it is claimed, is needed .
Three Ploys Illustrated
Now I think that Feinberg's analysis does Illustrate
the three ploys. There is the attack upon Dewey's theory
of democracy, which does not work because of a faulty
statement of that theory. There is the attempt to discredit
the practice of Dewey as not genuinely liberal or Clem·
ocratic in a number of instances, a discrediting which does
not seem convincing in the particular cases dealt with
here. Finally, there might be the sugges tion that Dew·
ey's theory is so confused or ambiguous that it could sup·
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port about any twist and turn w hich Dewey wished to
make. But, I find this unconvincing.
Whatever the case, any ploy of revisionism In Dew·
ey's theoretical thought has t o start with a clear rec·
ognition of what he fashioned In his mature social and
political thought on democracy. One can refer to Platonic
and Hegelian in fluences on the early and middle-years of
Dewey, but the " bottom line," as youth today are wont to
say, for Dewey resides in the mature, The Public and Its
Problems. Earlier I commented on the fact that one form
of democracy seems to be implic it in his social con·
ception of democ racy. I deem It appropriate to quote him
on that form, participatory democracy, as the bottom line
of th is paper. Any c harac terization of him as a centralist,
elitist advocate of corporate democracy will be most con·
vinc ing if it can deal with these words in their context:
The ballot box and majori ty ru le are external
and very largely mechanical symbols and ex·
pressions.
They are expedients, the best
devices that at a certain time have been f ound,
but beneath them there are the two ideas: first,
tile opportunity, the right and the duty of every
individual to form some conviction and ex·
press some conviction regarding his own place
in the social order, and the relations of that
social order to his own welfare; second, the
fact t tTat each ind ividual counts as one and one
only on an equality with others. so that the final
social will comes about as the cooperative ex·
pression of the ideas of many people. And I
think it is perhaps only recently that we are
real izing that (this] .. . idea is the essence of all
sound education."

Leys', "Dewey'sSocial, Political,

and Legal Philosophy," in Jo

Ann Boydston (Ed.), Guide to the Works of John Dewey (Car·
bond~le, 111.: Southern Illinois University Press, 1970), pp. 131-155.
'Dewey, The Public and Its Problems, pp. 211 ·212.
' Ibid., p. 208.
" Ibid., pp. 205·206.
11
Ibid., p. 207.
·~ D ewey, Democracy and Education, p. 140.
" Ibid.
Itali
cs added.
" Dewey, The Public and Its Problems, p. 146.
"Ibid., p. 149.
•$Wal ter Fe
iobefg,

Reason and Rhetoric (New York: John

Wiiey and Sons, 1975). Feinberg say.s in a later work that he is not
a revisionist, and that his " .. . major concern In examining the
v1orks of John Oev1ey has been to understand the way in v1hich
liberal
inciples
pr
have been molded by the situaHon In which
elves. In so far as this has en·
liberal thinkers have found thems
tailed a criticism of Dewey and other liberals, it is for t he purpose
of understanding ourselves and our reaction to the present
situation.'' "On Reading Dewey;" H istory of Education Quarterly,

4, 4 {Winter, 1975), p. 395. I apolog
i
ze tor the fact that my criteria
force upon him a label v1hic
h
he v1ould rather not have. See his
discussion in "Revisionis t Scholarship and the Problem of

Historical Context," Teachers College Record, 78, 3 (Feb., 1977),
pp. 311 ·336.
1
' Feinberg, Reason and Rhetoric, pp. 258·259. Italics are
Feinberg's.

"Ibid., p. 259.
" Ibid., p, 224. Feinberg has correctly pointed out to some of
his critics that ha never denied Dewey's concern fo( community.
"In one paragraph I wrote about Dewey's concern to have people
be able 'to fecognlze themselves as members of a community,
each s triving to enrich the fives of all.' And I mention that Dewey
also believed that if ' the comrnunlty \Vas to be a democratic one
.. . i ts members \vere not to be manipula
t ed from above.' ' ' Fein-

Referonces

berg, "On Reading Dewey," p. 401 . His reference is to p. 495 of his

am deeply indebted to James 0. Anderson, Clarence J.
Karier, and Ralph Page -most particularly the latter-for nu·

Record, 73, 4 (May, 1972), pp. 486-605. He also notes Dewey's con-

'" I

merous helpful comments on all aspects of the article. For
helpful responses of a rather speci fic but important nature, I am
most grateful to Patricia Amburgy, Jo Ann Boydston. John and
Barbara Colson, Joseph L. OeVitis, Geoffrey Lasky, and Maxine
Greene. These people share in any merit of the article; the short·
comings are my own.
*John De\vey, Democracy and Education (Nevi YO(k; M ac·

millan, 1916), p. 96. Also see pp. 100-102.
1

Ibid ., p. 101.

~ I bid.

"Progressive Education and Social Planning,'' Teachers College
cern in Reason and Rhetoric. But w hat kind o f a concern can he be
saying it is that Oev1ey has. if he is convinced that Dewey ex·
pfessed no llmits and no atternatives to the intellectuals' role in
the power structure? One can take these tv10 contentions, to
parapl)fase John Wisdom, to mean that v1hen Dev1ey said he really
believed in democracy and community, he meant that he did not

believe in democracy and community really. For Dewey's equating
of democracy and community, see the fast quotation in Part II,
herein.
t o He does not there maka the very s trong charge, above)

about the role of experts, but he does say: " In the last analysis his

(Dewey's) concern for scientific intelligence is a statement of the
need for experts in a highly complex
chnological
te
society, anc;I
Swallow, 1927), p. 82. llalics are Dewey's.
his appeal for democratic consensus is an attempt to create a
'Ibid .. pp, 3()..34, 84·109.
,expertly
citizenry that is able to see the v1isdom of intelligence
'Ibid., pp. 207-208.
Or again:
exercised."
1
One can see why Oa\vey might be a bane of political
One factor that separated Progressive educators
philosophers. They are apt to criticize him fof having no developed
from others was an expressed concern for the well·
the-Oty of pov1er or domination and, hence, no genuine political
ri·
being and integrity of Immigrant and racial mino
philosophy. The point, ho\vever, is that Oe'A•ey tias a theory of
ties. At its best this concern mirrored the appeal for
social democracy to which, given its nature, political philosophy
d iversity that was an explicU part of Dewey's notion
is secondary and, in a very real sense, from which it is defivative.
of community. At its worst it expressed the belief in
One suspects that they criticize him fo< not having something as
experts, in autho·ri ty, and in unity that was hidden in
basic (power. domination, etc.) which, in the nature of the case, he
that same notion of community.
•John Dewey1 The Public and Its Ptoblems (Denver: Alan

wants to argue is not basic. Probably A.H. Somjee's The Political
Philosophy of John Dewey (New York: Teachers College Press,

1968) is the most understanding of Dewey's basic position from
tive
of a political scientisttphilosopher. Even Somjee
the pe,spec
seems to lament the lack of a completed or fully developed
tical
philosophy
poli
on Dewey's part, ho,vcver, as thoygh this

were Dewey's object. (Ibid., pp. 138·140, 17!>-178.) His Chapter 4,
"Dewey's Mature Political Philosophy," Is highly recommended
as background to this article
. Also recqmmended is Wayne A.R.
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Walter Feinberg, "Progressive Education and Social Planning,"

pp. 485 and 496 respectively.
t•

Feinberg, Reason and Rhetoric, pp. 209·210. Italics are

Feinberg's. Feinberg and Henry Rosemont, Jr., use substantially
the same quote, ending with the same sentence (no t in italics t his

lime) In another work. After the quotation they remark: "If any
parent had doubts about the validity of their Instinctive distrust of
public authority, Dewey's description of t he role of the teacher
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v1ould surely have reassured them that their doubts v1ere firrnly
c
" Tea hing for the Welfare
In rWal
FeinState,"
te
based in reality.''
berg and Henry Rosemont, Jr. (Eds.), Work, Technology, and
Unirsity
Ill.:
ve
of Ill inois Press. 1975). p.89. 1do
Education (Urbana,
not think that this Is an obvious conclusion except that the
quotation ends where it does: had the paragraph in v1hich it ap·
pears been concluded, the readerv1ould have further read that:
From time to time an auditorium period is devoted to
showing these maps and pointing out the good and
bad features of the blocks and neighborhoods.
Children always carry the news home to their parents,
and as rents and accommodation are freely dis·
cussed, these reports are often acted upon. The
parents are encouraged to come to the school and
ask for information, and on more than one occasion
some newly arrived famlly has moved from an over·
cro\vded rear shack to a comfortable
\Vith
flat
the
same rent because through the children they found
out that their bad quarters v1ere unnecessary.
Because the school does this ..vork to help, and as
part of Its regular program, it is accepted by the
children and their parents as a matter of course. In·
formation abou t Improvements, sanitation, the size
and comfort of the houses, and the rents, is given to
the parents. If a block is poor a good block nearby
\Vhere oonditions are bette
r
and the rents the same~
i s shown them. Thus the schools not only teach the
theory of goO<l citizenship and social conditions, they
give t he chiren
ld l actua facts and conditions, so that
they can see what is wrong and how It can be bet·
tered.
The complete paragraph appears In John and Evelyn Dewey,
Schools of Tomorrow, " Introduction" by Wi lliam Wolfgang
i
Br ck·
man (New York: E.P. Dutton & Co., 1962). pp. 147-148.
" Feinberg, Reason and Rhetoric, pp. 22.8·229. Felnberg's
i talics.
n The exact sentence reads: "We may insist that a man
needs tact as v1e11 as scholarship; or. let us say, sympathy with
human interests -si nce 'tact' suggests perhaps too much a kind
of juggling diplomacy with the questions al Issue." From John
Dewey, "AcademicFreedom," In Jo Ann Boydston (Ed.). John
Dowey, Tho Middle Works: 1902·1903 (Carbondale. Ill.: Southern
Illinois University Press, 1976). Vol. 2, p. 60.
~· One of these is Feinberg's response to a passage i n
Dewey's Impressions of Soviet Russia. Feinberg quotes Dewey as
follov1s:
Nov1here else i n the w·orld i s employment of it (pro·
paganda} as a tool of contro
l
so constant1 consis·
tent, and systematic as in Russia at present. In·
deed, It ha taken on such importance and social
dignity that t he v1ord propaganda hardly carries, in
another soclal medium, the correct meaning. For we ively
ins ti nct
associate propaganda with the ac·
complishing of some specific ends, more or less
private to a particular class or group and correspond·
ingly concealed from others. But in Russia the
propaganda Is In behalf of a burning public faith. One
may believe that the leaders are wholly mistaken i n
t he object of their" faith, bu t thei r sincerity is beyond
question. To them the end for which propaganda Is
employed is not a private or even a c lass gain. but is
the universal good of universal humanity. In con·
sequence propaganda is education and education is
propaganda. They are more 1han confounded; they
are Identical.
Feinberg, Reason and Rhetoric, pp. 207·208. Feinberg then says
George S. Counts «expressed a similar sentiment a few years
later/ ' and quotes Counts to the effect that, if progressive
education is to "emancipate itself," it must "become Jess
frightened than i i is today at the bogeys o f imposition and in·
doctrinatlon." Feinberg then remarks that " The appeal that the
early phases of the Soviet experiment held for these educators
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losophy manager ial
was as much an indication of their essentially
as it v1as an expression of their ideas on social
phi
justice."
id.,Ib
p. 208.
I am indebted to Paul C. Violas for pointing out that Feinberg
errs in quoting Dewey to the ertect Iha.I
hey (educalion
"T
and
propaganda) are more than confounded; they are identical."
Oe\vey uses the termn " ide tified," not "identical," which would
make for a weaker case. Dewey easiJy could ho ld that the
Russians could make
incorrectly
an identification even H the tv10
are not identical. John Dewey, Impressions of Soviet Russia (New
York: The New Republic, Inc., 1929). p. 54. This and ano1her
passage i n Dewey's work (Ibid., pp. 81 ·82.) deserve more extended
treatment than I can give them here.
soviet education at the community level did appeal to Dewey
for a period of time, although even initially he distrusted Soviet
ideology and was not certain abour v1
h at migh t happen when the
Ideology came more directly to bear on communal practices. Ibid.,
pp. 57·58
.123, 120
113
127. The appeal is one ming: but,
, ·114,
again, it is Quite another to construe the quoted passage as
sayjng that Oe\vey \vanted or thought desirable an identification
of educa tion and propaganda. II hardly would be consistent wi th
his other statements on education to say that its identification
with propaganda, " had appeal." See, for example, John Dewey,
Character and Events, ed. by Joseph Ratner (New York: Henry
Holt, 1929). Vol. 11, pp. 517·521,, 587·591 776-781; and his The
Problems of Mon (New York: Philosophical Library, 1946, pp. 37.
38, 56,82.
Feinberg and Henry Rosemont. Jr., use the same quo•atlon
{v.•lth the same error) i n another work, introducing the quotation
with: "Dewey's essentially laudatory description o f Soviet
education is perhaps Indicative of his more general attitude abou1
social control." At least equally, " Perhaps not," I think we can
reply. Walter Feinberg and Henry Rosemont, Jr.~ Work, Te-ch·
notogy, and Education, p. 74.
One other point must suffice for this brief paper. Feinberg
writes:

crov

s

One of the schools that Oev1ey reported on in the lat·
tar part of the book (Schools of Tomorrow) 1Nas
P.S. 26 in Indianapolis. P.S. 26 was an all·b lack school
in a poor black slum. In vie\v of the condition of
t he families in the neighborhood and the poveuy
t hat Dewey described. the school \Vas carrying on
some v1or1hwhile programs and \vaS rightly included.
Oev1ey mentioned that the sc hool was located fn '' the
1ded dis tric t o f the city an<J has only colored
pupils," and he observed t hat the school was not at·
tempting to solve the race problem but that it v1as
developing good c itizens
. If the experiment were to
succeed, it ~1ould " mean a real step forward In
solving the race problem."
Yet
the program that
Dewey then described v1as strictly a vocational
program, albeit an excellent one v1here much of the
school and the neighborhood served as a shop for the
students. At a t ime \1/hen much bfack labor was unskill
ed or employed as farmhands, a program of skill
development
as v1 an advance forv1ard. Nevertheless.
black boys learned how to cook and black
s girl how
to sew.
It might be said in the context of t he purpose o f the
Deweys' book that it i s unfair 10 c;;riticize Oe\vey tor
merely reporting on \Vhat was a splendid
cational
vo
program without commenting on the social con·
dlllons that made being a cook one of the highest
aspirations of a Negro child. Yet in view of the
neve
rthe
serious, criticisrn
somew·hat
lessmild, but
(1hat the Oe\veys made elsev1here in School and
Society) of Montessori, It v1ould not have been too
much to expect a comment o n the implicati
.
ons of a
c hildr
A more
strictly vocational program for black en.
serious shadov1 Is cast over Dewey's evaluation of
the exper iment as he suggests Its greatest value to
lie among the youngsters ot Negro and immigrant
parents. If it was realism that guided Oev1ey's at·

7

9

Educational Considerations, Vol. 7, No. 2 [1980], Art. 11

titude, it was realism of a pecu llar kind, one that
believed that the best way for a black man to cope
with American society v1as to Jit into it as best he
could and as best it wouldallov1. Ibid., p. 110.
Let us look at the larger section from Schools of Tomorrow. I have
added italics.
The suporvising principal of public school No. 26 i n
Indianapolis is trying an exper iment unlike any 01her
knov1n to us In an effort to make his plant a true
school; that is, a place where the children of his
neighborhood snail become healthy, happy, and com·
petent both economically and socially, and where the
connection of instruction \vi th the lite of the com·
munity shall be directly recognized both by children
and paren ts. Mr. Valetine's school is located in the
poor, crowded, colored district of the city and nas
only colored pupils. It is not an attempt to solve the
"race
on"
quesli
nor yet an experiment suited only to
colored people, There is nothing in the school not en.
tirely practical In any district where the children
come from homes with limited resources and meager
surroundings. A visitor, when leaving his school, can·
not fail to wish that such ventures might be started Jn
all our great cities-indeed in any community where
people need to be aroused to a sense of their needs,
including the fact that i f they are to contribute to lhe
best interests of the community. they must be taught
how to earn a living, and how to use their resources
for th$mselves and their neighbors both in leisure
ina's school is a
time and in working hours. Mr. Valent
school for colored Chi ldren only in the sense that the
..vork has been arranged in relation to the conditions
of the neighborhood; these modity the needs of the
panicular children v1ho are the pupils. Yet the suc·
cess of the exper iment would mean a real step tor·
,.,,aro 10 solving the "race Question'' and pecul iar
problems of any immigrant distdct as well. Mr. Valen·
tine is not Interested i n illustrating any theories on
these points, but i n making up for gaps i n the home
life of the pupils: giving them opportunities to
prepare for a better future~ i n supplying plenty of
healthy occupation and recreation; and i n seeing to it
that their schoolwork reacts at once to improve
neighborMod condi tions.
Mr. Valentine's
really
school Is
a social settlement
for the neighborhood, but it has a decided advantage
over the average settlement, for it comes in contact
wi th all the children living within its d istrict for a num·
ber of hours each day, while most settlements reach
the children for only a fe\\I scattered hours each
week. The school has a larger influence than most
settlements because it is a public institution tor
v1hich the people \vho use it are paying their share:
they feel that their relation to it is a busi ness one,
not a matter of philanthropy. Because of this bosi·
ion

the school is able really to teach
nessl!ke relat
the doctrines of social welfare. In any settlement the
\VOrk is al\vays handicapped by the tact that the
people who make use of It feel tnat they are receiving
something for v1hich they do not pay, that something
is being done for them by people who are better off
financially than they are. But g iving a community
facilities that it lacks tor special classes and rec·
reation through the publ ic school of the district
put the w·ork on a different basis. The school is really
the property of the people of th6 district; they feel
that they are more or less responsible for what is
done there. Any wider activities that a school may vn·
dertake are, to a certain extent
,
the \\IOrk of the
people themeselves; they are simply making use of
the school plant for their own needs.
John and Evelyn Dewey, Schools of Tomorrow, pp. t51-152. My
italics. (Feinberg's reference is top. 207 of this work,
Ii v1h ch th ink
must be Incorrect.) One can say that Dewey refers especially to
youngsters of Negro and immigrant parents; but is i t not equally
or more correct to say that he refers especially to "any district
where the children come from ho1nes \vith lilnited resources and
meager surroundings"? And, does the fuller passage indicate that
Dewey is unmoved by a deep concern for all such children?
I venture that Feinberg•s account does not do justice to v1ha1
Dewey·s account and context provide. And I singte out the
passage for lengthy treatment because Feinberg, in four other publ ications. uses the passage In an almost identical manner, with
even less context (although with reference back to Reason and
Rhetoric) i n at least three of them. See his "Progressive Education
and Social Planning," pp. 495·496; Fei nberg and Henry Rosemont,
Jr., Work, Technology, and Education, p. 90; Feinberg's revie\V,
"John Dewey: lectures In ,Chi
t919·1920
na
publi shed
,"
in
Philosophy East and West, XXV, 4 (Winter 1975), p. 368; and his
"Educational Equality Under Two Conflicti ng Models of Educa·
tional Development," Theory and Society, 2, 2 (Summer, 1975),
p. 209, ftn. 17.
The final chapter in the Ocweys' Schools of Tomorrow (Chap·
ter XI, "Democracy and Education" ) makes it patently clear that
they are not in any sense advocating or accepting c lass or racls1
education from the purvi~ of democracy. Silent (perhaps overly
"tactful") they are about specific situations which would gall or in·
furiate us today, but they do not equivocate on democratic prin·
ciples
. Perhaps this Is an appropriate place to give one of the
more movi ng statements of vJhat democratic principles required
for all children: "What the best and wi sest parent wants for his
own child, that must the community want tor all of its children.
Any other ideal for our schools is narrov1 and unlovely; acted
upon. it destroys our democracy:· John Dewey, The Child and the
Curriculum and The School and Society, with
on" " Introducti
by
Leonard Garmlchael (Chicago: University of Chicago Pre ss,
, 1956) p. 7.
n
H

1
•

Fei nberg, Reason and Rhetoric, pp. 52·53.
Dewey, The Problems of Men, p. 36.
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Recent studies show the
American family is more resilient to massive societal
changes than previously
thought.

Family
survival
against
the system
By David L. Angus
In the Fall of 1975, I began to c onstruct a data bank
which I felt, when completed, would permit the most com·
prehensive examination of the pattern of relationships
between school performance and family background
variables yet attained for any historical period. What oc·
casioned this was the discovery of school records for the
village of Dexter, Michigan, dating from the 1860s. ThOug h
I was aware at the time that analyses of school attendance
patterns could be and had been performed using nine·
teenth century census manuscripts, the discovery of these
school records immediately suggested the possi bility of a
much richer longitudinal examination of these patterns.
Further investigation uncovered similar, but incomplete,
records from the village of Chelsea, and, knowing
something about the similarit
and differences between
ies
the two villages, I began to c onceive of a comparative ap.
proach which might permit the isolation of some of the
factors in the school
y·commun
·family relationship
it at·
to a degree of industrialization where com·
munity size (degree of urbanization) could be held rela·
lively constant.
This brief review essay Is an ou tgrowth of the
literature review which I have been doing prior to the
analysis of this data bank, now nearly complete. I have
isolated a theme which appears to me to be one of the
more interesting ones in this literature, yet one that can be
handled in a short session . The main idea, which I have
tried to allude to in my title, is that recent scholarship has
shown the family in America to be far more resilient in the
EDUCATIONAL CONSIDERATIONS. Vol. 7, No. 2, Winier, 1980
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lac e of massive societal change than we thought only a
few years ago. The word "system" refers in a general way
to the modernization process, more speci lically to the tide
of technological developments that translormed our ·lives
so drastically and to the rapid g rowth of urban centers. To
speak of lamilles
"
" agai nst this system, and of "survival,"
is no t to posit a lamily pattern that is impervious to these
changes, but one that is certainly not the passive victim
that it has been portrayed.
I will begin by trying to place this particular argument
ing conabout the family in the context of our escalat
temporary debate. Then I will locate it within a narrower,
but deeper, debate among scholars.
ly,
Third I will review a
few recen t studies which sharpen the terms of th is
debate, and linally I will suggest some elements o f a new
framework from which we ought to view family develop·
ment in this country.
Between April and June of this year there were five
books published in the United States with identical
es.
ti tl
The title of these books was Family,' and they were but a
share o f the over 40 books that have been published on
the family in the last two years. N ineteen seventy-nine is
to be the year of a White House Conference on the Family,
though there is still a question as to whether this will ever
be held.' All the major news weeklies ran cover stories on
the fami ly in the past few mon ths, and Psychology Today
ran a symposium issue. Articles abound. Entries in the
Reader' s Guide under the heading " Famil
y"
have soared
from only 16 in 1975 and 1976 combined to 27 in 1977 and
23 in the first 8 months of 1978.
Perhaps the most significant ind icator that the family
is moving to the top o f the charts is that many of our most
noted ' 'pop" sociologists have recently wri tten a book or
an article argui ng some point of view about what's hap·
pening to the American fam ily. Among these contri·
butions are Ch ristopher Lasch (1977), Richard Sennett
(1978), Urie Bronfenbrenner (1977), Amatal Etzioni (1977),
Robert Coles (1978), Michael Novak (1978), Nalhan Glazer
(1978), and Mary Jo Bane (1976). Miss Bane's book in some
ways typifies the fam ily genre. like Governor Brown on
tax cuts, Ms. Bane is a liberal who changed her mind when
she learned the facts. Starting from the premise that the
fami ly is rapidly psing
colla
and therefore government
should invent new institutional structures to carry out its
functions, she set out to document the family's demise.
She discovered instead that the fami ly, though un dergoing some important changes, is nonetheless a
thriving and vital institution and that liberal government
policy is perhaps the fam
s ily' chief enemy. She makes a
plea for governmental
traint
res
and for basing public
policy on fact rather than fancy.
Ms. Bane represents those who feel that the fami ly is
not in decline and that it is a good thing that it isn' t
because we need the famil
y to survive. This view contrasts
with that o r most Americans, who seem to believe that the
family is in decli ne and that that is a very bad thing for our
society. In the rising debate about the family
,
two other
possible positions will also, no doubt, be represented.
One is that the family is in decline and that's a good thing
because the family is really an anach ronism in modern
life.' The other is that the family is not in decline but ii
ough t to be because it is the chief barrier to mental health
or the equality of women or some other social goal. 'This
posit ion has been represented by R.D. Laing (1971 ), David
Cooper (1972), and for the radical fem inists, Robin Black·
burn (1969).
As disparate as are these positions, they nonetheless
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industrial society was a large kinship network that "lo·
share a common thread, and It Is this that links the more
cated" the ind ividual In his society. Households were
public debate to a scholarly debate that has continued for
also large and usually included three generations o f lineal
two decades. Borrowing an Idea from D.H .J. Morgan (1975)
descent as well as assorted unrelated individuals. This
of the University o f Manchester, we will call this common
family w as thought of as the basic buildblock
ing
of
thread "soft func
nalism
tio ."
ii Is "soft" because it is im ·
society and was so recognized and protec ted in the law. In
t,
plicl
not carefully worked out, and therefore not really
add ition to procreation and socializ
ation,
the pre·
ifamily
debatable. It is " functionalism" because it absolut
e
ly
industr al
w as also responsible for producing most
assumes that the family
should be seen as instrumental to
goods and services, taking care o f the sick and the elderly,
some other end or purpose, usually the aggrandizement of
re
the criminal, providing vocational training to
Ind ividual personality or what has lately been called " nar. habilitating
clssism ." Seen in this way, tho lamily is or Isn't perthe young, and a host of o ther " functions." With the
coming of industrialization, all this changed. Perhaps it
forming its critical functions and alternative " structures"
was the separation of the work place from the home that
need or needn't be created to see that these functions are
caused the greatest disruption. Whatever the main cause,
performed .
the consequences are clear. During the 19th century the
Among schOlars of the family, It is functionalism that
has held the "center" position for at least a half a century.
family became nucleated and mobile. One by one its " funcIn fact, family theory has been almost a showcase for functions" were "assigned" to other emerging agencies and
with the loss of these functions went the capacity o f the
tionalism. Morgan points out that the func tional ist per·
family to regulate and control the lives of its members.
spec li ve "appears to have been more deeply entrenched
What the family
ially
the
lostIndividual pa
rt
gained as con·
in the field of the sociol
ogy
of the family than in some
cepts of individual rights and bureaucratically defined
other sub·disc
ines."
i
pl
Moreover, "func tional statements
justice began to prevail. These changes to the family were
are more likely to be presented as self-evident propo·
marked in the cities where poverty, oversltlons in the study of the family than in any other area particularly
of
crowding, d isease and other assorted ills destroyed family
sociology." Some have fell, therefore, that functional ist
life altogether for some groups. By the mid·twentleth centheory could be put to its severest test by empiri·
cal research on the family.
tury the family was thought to have no function beyond
bedding and boarding the young until they could be spun
Talcott Parsons (1956) stands almost alone as the pre·
eminent modern theorist on the family. His functional
out to form new pairs. By the seventies, marriage itself
was thought to be obsolete and most children were pre·
analysis is so sweeping that It touches nearly every aspect
sumed to be unwanted .
of family li fe. To briefly summarize hi s key points, ne
This scenario Is, of course, a straw man. Parsons
argues lhat the modern family Is not lacing d issol ution
wo uldn't recognize It. Its main elements however can be
but is merely experiencing the differen tiation of its fu ncfound In countless books whose authors are export on
tions. Through a parceling out of these to other in·
something other than the fami ly, say " the modernization
slltutlons, the family's functions are reduced to two,
of the West," or "modern social work practice," or " the
namely the socialization of the child and the "stabilization
o f the adult personalities of the population." Structurally,
social contexts of schooling."' It was the wide dis·
semination of these images among the "educated."
the Jamlly is seen as a unit of an "open, multilineal, con·
j ugat syslem." It is, of course, nuclear, and Parsons often
then, that led to a two·pronged attack on Parsons, et. al., in
the early sixties.
refers to the " relative isolation of the nuclear family."
In·
The frontal attack on Parsons was led by Lltwak
ternally, the family is seen as a lour·cell matrix along two
(1965). Sussman and Burchinal! (1969). They contended
axes, leader/follower and instrumental/expressive. His
that the modern family should not be thought of as an
description of the soc ialization process features a duality
isolated nuclear family but as a modified ex tended fami ly.
In which socialization is understood both from the view of
The basis for this was their di scoveries that raml·
the Individual personali ty being prepared to assume an
lies-even middle·class, urban families - maintained con·
autonomous role and from the view o f the internalization
or a given cult
tact with and feltns
treciprocal
i
obl ga io
toward kintolk,
ure as mediated by lhe family. The alloparticularly their families of orientation. At about the same
cation of sex roles is also thoroughly discussed by Partime, Michael Young and Peter Willmott published their
sons, and in terms which send feminists up the wall.
les
Ma
and females divide along the instrumental/expres·
study of Family & Kinship in East London (1962), which
sive conlinuum. Can you guess whO's on which side?
clearly established the Importance of the extended kin
network among British working class families.• From
these beginnings, a substantial literature on kinship in urSome Limits Overlooked
ban settings has grown . A discussion of this is beyond our
Parsons' followers, as well as his critics, have often
scope here, except to observe that the debate on this side
overlooked several importan t limits which he plac ed on
is not o ver whether such structures exist but over whether
the reach of his theory. It was not meant to be cross·
they are significant enough lo throw over Parsons' idea o f
cultural. no t intended to include rura
l families, upper class
the "relatively isolated nuclear family."
famil ies, or lower class familie
s
and the concept o f
The attack from the rear, so to speak, was kicked off
nuclear ily
famisolation
was always qualified by the term
by the Cambridge Family Study Group and In particular by
"relative." However, the influence of Parsons went much
Peter Laslett (1965), with the Immensely important finding
beyond those who had carefully read his theory. Those of
lhat the household In pre·lndustrial England was already
us who passed through universities sometime between
nuclear and appears to have been so since the 16th cen1956 and 1970, absorbed a host of Parsonian images of the
tury. This lindlng created a flurry of interest In family
family stripped of these qualifications and expanded out·
history and forced a reconsideration of the "origins" of
ward to encompass "The Development of the Family in
the nuclear family in America. Beginning first with some
lhe Western World Under the Impact of Modernization ."
excell
ent work on the colonial family and household slruc·
According to these images. the lamily in pre·
ture,• interest in family history has spread into the 191h
10
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and 2oth centuries and has linked up with at least four
other inter-related interests of this generation of historians; ethnic history, women's history, working class history, and studies of social and geographic mobility.
Already, family history has made ·a major contribution
to our understanding of what the issues are. Part of this
contribution lies in simply sorting out the way we think
and speak about families. An extended family and an ex·
tended hOusehold are two different things. A social group
can have nuclear families and extended households or ex·
tended families and nuclear households, or both extended, or both nuclear. Family structures and family functions are quite different things as well. It's possible for
structures to remain extremely stable over long periods of
time while functions change dramatically.
·
Family struc
tures also pass through cycles, one phase of which can in volve nuclear households, another extended ones.
The studies I wis
h to review do not reflect the whole
gamut of contemporary interest in fam ily his tory. I have
limited myself in at least two ways; to the approximate
time period Indicated in my title, and to those studies at·
tempting to test some facet of the general notions
outlined above about the impact of industrialization and
urbanization. Wh ile I do not pretend that this review is
exhaustive, it would be extremely misleading to imply that
for each type of study mentioned 1here are a dozen more
that could be cited. This is in fact a lim ited literature,
though one that is growing rapidly.
Ethnic Differences in Family Patterns
If the family is seen as a dependant variable in the
social equation in which technological change and urban
growth are thought to be the powerful determinants of all
other social structures, one way to challenge this model is
to look for variable lam I ly patterns where industrial/urban
conditions are "controlled ." This is one reason that considerable attention has been given to ethnic differences in
family patterns.
A paper by Virginia
Vans McLaughlin (1973) on the
Italians of Buffalo, 1900-1930, challenges the idea that the
increased opportunities for women to work outside the
home associated with Industrialism alters power relationships within the home and ultimately leads to " family
disorganization," specifically the female·headed household . Utilizing census manuscripts and welfare records,
Vans Mclaughlin found that, unlike the women of some
other ethnic groups, "Buffalo's South Italian women
... expressed and acted upon, a decided preference for
occupations which permitted minimal strain upon their
traditional familiar arrangements (p. 138)." The vast ma·
jority of Italian women with children had no employment
outside the home, and of those who did most had parttime work as members of family groups. She determined
that in spite of irregular male employment and the frequent temporary absence of the father from the household,
female-headed households made up an astonishingly
low 4% of 2,000 first-generation families and that the
Italians were the feast likely ethnic group to apply for welfare due to neglect or desertion by a family head (p. 141).
Coupling these findings she concluded that ' 'South Italian values played an important part in determining family work patterns," and that "the family acted as an in·
dependent variable (p. 138)."
Louise Tilly (1974), an expert on the rise of out·Of·
household employment of women in 19th century Europe
took Vans McLaughlin to task for one of her claims. PointWinter, 1980
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ing out that married women often served as domestics in
Southern Italy, she said "the answer as to why women
were not servants in Buffalo lies not in Southern Italy, but
In the economic and social structure of Buffalo (p, 454)."
Tilly accepts, however, the general notion of famitism act·
ing as an independent variable.
In another study of Buffalo's ethnic groups at an
earlier time period, Laurence Glasco (1977) looked for dif·
ferences in the life cyctes and household structures of the
Irish, the Germans, and the native-born whites. Using the
1855 New York State Census manuscripts, he found that
differences between the three groups of males were
chiefly related to economics, that is to occupations and
home ownership, while women·s differences were reflected In household structural cycles. For example, he
found that " despite high fertility rates and longer periods
of childbearing, Irish families were not substantially larger
than native-born families (p, 137)." The .reason for this is
that Irish families sent their children, particularly their
girls, out for prolonged periods of domestic service, some
as early as 11 years of age. German girts also served as
domestics but for a shorter period, and they married
earlier. Glasco suggests that these fife-cycle differences
represented functional adaptations to the urban-industrial
environment in that they regulated family size, provided
opportunities for girls to acquire some savings toward setting up their own households, and most importantly
served as an effective acculturation for the ethnic girls
who then taught the new behaviors to their children be·
fore they ever came within the reach of the school.
Modell and Haraven (1977) have added a great deal to
this notion of a flexible household size reflecting adaptations to industrialism through a careful and imaginative
s tudy of boarders and lodgers in Northeastern cities in the
late 19th century. By the 1890s, the practice of taking in
boarders, while fairly common, had produced a spate of
moralistic condemnation, particularly from Progressive
housing reformers who spoke of the " lodger
Model
evil.''
I
and Haraven show, through life-cycle analysis of census
materials and comparisons with an 1891 U.S. Commissioner of Labor Report o n working class family
budgets, that the taking in of boarders correlated well with
the loss of income as older children left home. To quote
their key finding,
"Boarding in families in industrial America in
the late 19th century was the province of young
men of an age j us t to have left their parents'
homes, and was an arrangement entered into
and provided by household heads who were of
an age to have just tost a son from the residen ·
tial family to an independent residents .. .• It
was, (in other words] a social equalization of
the family which operated directly by the ex·
change of a young-adult person and a portion
of his young-adult income from his family of
orientation to what might be called his family
of re-orientation-re·orientation to the city, to
a job, to a new neighborhood. to independence
(p. 177).
They concluded by saying, "the family was not fragile, but
malleable." In attacking the practice of boarding, reform·
ers were attacking "an inst itution that not only ,.;as a
sensible response to industralization but, in cushioning
the shock of urban life for newcomers, was decidedly
humane (p. 183)."
A further instance of testing fairly directly the impact
11
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of urbanism on the family paitern of a particu lar group is
Elizabeth Pleck's (1973) study of black ramlly structure In
late nineteenth century Boston. Using primarily
the
federal
consensus manuscript of 1880, Pleck calculated
the percentages of one· and two-parent households by
place. of birth (North vs. South are used as surrogates for
urban vs. rural), literacy, and occupation . Testing Franklin
Frazier' s observat ion that "family desertion among Ne·
groes in cities, appears, then, to be one of the inevitable consequences of the impact of urban life on the
simple family organization and folk culture which the
Negro has evolved in the rural souPleck
th,"
found that
two-parent households were more prevalent among
migrant and rural born heads of household. She also
found that the one-parent household was more strongly
related to illiteracy of head than to other variables and that
despite all categorical differences and despite the strong
concentrations of black household heads in the unskilled
and service jobs (87%), two-parent households dominated
by a ratio of 8 to 2.
A very sim ilar study of the black family in Atlanta of
1880, by William Harris ( 1976) presents figures that are
comparable to Pleck's. The ratio of two-parent to one·
parent households was 7 to 3 for blacks and 8 to 2 for
whites. When occupation of head was controlled the ratio
of nuclear to expanded households was almost ident ical
for blacks and whites (75% to 25%), though 1he black ex·
panded families included a much higher percentage of
"augmented .'' School attendance rates, with occupation
controlled, were also shown to be fairly simi lar to black
and white children, though Harris did not present these
rates in relation to household s tructures. Harris points out
that black families were in no way " matri focal" in 1880,
and on the whole they were more like white families than
they are today. These are but two examples of the sub·
stantial amount of work being done on the nineteenth cen ·
tury black family, all of it supporting the idea of a structure
not un like that of o ther groups at the time.'
One of Parson's disclaimers regarding his functionalist theory of the fami ly was that it did not apply to
upper class families. The reason for this is that Parsons
knew it to be well established that famil ies whose wealth
is based on ownership of property and the control of
capital recognize a broad range of financial rights and
duties among kin. Kltwak and Sussman were trying to expand on this loophole by showing t11at middle class family
members also recognize helping obligations within what
is referred to as a modified extended family. This line of at·
tack has also been opened up by family historians who are
looking at ways in which family relationships penetrated
business activities up and down the whole spectrum of
entrepreneurship.
An example is Sally and Clyde Griffin's (1977) study of
the businesses in Poughkeepsie, New York, in the three
decades after 1850. ·Using a variety of sources but pri·
marily the credit reports prepared on Poughkeepsie firms
by the R.G. Dun & Company, forefunner of Dun and
Bradstreet, the Griffins looked at business turnover, part·
nershi ps between relatives, the passing of businesses
from father to son o r other relatives, the reliance on
relatives for loan collateral or outright capital, and other
forms of family involvement in business. They report that
within a general climate o f insecurity indicated by persistently hig h business mortality rates, entrepreneurs of·
ten sought to minimize risk and stabil ize business activity
by relying on family members in a variety of ways. They
12
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also found, however, that in contrast to Landes' portrait of
the family-owned firm in France, "The majority of
business arrangements between family members in
Poughkeepsie appear to have been expedient and tern·
porary, designed for immediate profit or protection of in·
dlvldual property (p. 147,)." Thus the main poin t to be
derived from the Poughkeepsie experience is not that
family.rooted values such as honor and reputation suc·
cessfully competed with the more Individualistic values of
profit and proprietorsh·ip, but that family relationships
were seen to be more trustworthy than those outside the
family. This quite modest affirmation of family viability is
almost exactly what is meant by Lltwak and Sussman's
concept of the mod ified extended family.
Sennett Study Flawed
The one study of the family which appears to most
closely conform to the title of this paper is Richard Sen·
nett's Families Against the City (1970). I do not rate it
highly among th e studies I have reviewed because it is
flawed both methodologically and concep tually. In brief,
Sennett's theme is that as middle class families replaced
wealthier families in the section of Chicago called Union
Park (1872-1890), some clear characterizations of middle·
class family life were revealed In the census manuscripts,
street directories and anecdotal accounts of this period .
Midd le-class families are shown to be mother.oriented, in ·
tensive, isolated and privatlst. What's more, males raised
in these highly protective environments are found to be
less "su
cces less
sful,"
upwardly mobile than males
raised in the roughly 10% of the households Sennett
classifies as extended.
The conceptual errors in Sennett's analysis are Ire·
quent and serious. For example, he fails to distinguish be·
tween an extended lam i ly and an extended household,
he completely ignores even the possibility of extended kin
relationships in the neighborhood, he does not distinguish between extension and augmentation. His entire
chapter on "The Stages of Family Life" is flawed by his
failu re to recognize that you cannot carry out life cycle
analysis from a sing le census of a particular neighborhood, especially one that is atypical of the city by design.
There simply can be no basis in his data for such statements as "In almost all families, by the time the sons left
home they had also married (p. 102)." There are lapses of
logic as well. At one point Sennett raises the possibility
that family extension might be a temporary phenomenon ,
an aspect of life·cycles rather than a permanent cate·
gorlcal difference. He then rejects this idea on the as·
tounding basis that elsewhere his data show differences
In mobility rates, residential patterns and inter-genera
·
tional relations between the two forms (p. 77)! In short,
Sennett's book is a novel posing as an empirical study. As
a novel it's not bad .
In sti ll another approach to the issue of the ·effect of
industrial processes on the family, Haraven (1977) has
studied Manchester, New Hampshire during the first quar·
ter of this century. Founded by the Amoskeag Corporation
as a tex tile mill community in the 1830s, it was still con·
trolled by the company in the 1930s. During the period
stud ied, the largest group in both the mill and the town
was the French Canadians, who had begun to arrive in the
1870s. Using company employee files, marriage and in·
surance records, and oral interviews, Haraven found both
the worker's famil ies and the corporation to be flexible in·
stitutions whose relative s treng th vis a vis the other flue·
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Iowa; Iowa State University Press, 1978); Stlnnen and Birdsong,
tuated over time. " The family was most effective In
Family and Alternative Life Styles (Chicago: Nelson-Hall, 1978).
making an impac t on work patterns in two areas: ( 1) i t
• See Newsweek
,
91: 63-5(May 15, 1978). The conlerence has been
lac ilitated the adjustment of its members by acting as a
postponed until 1981.
labor recruiter, a housing agent, and as a source of sup·
• See M00<e. "ThOughts on the Future of the Family," in Edv1ards,
port in critical life situations, and (2) it exercised its own
C<!., The Family and Chango (New Yori<: Knopt, 1969~
controls, even 11 limited ones, against the corporations by
• For examples see Reitman,
undations
Fo
of Education for
encouraging labor turnover, by influencing the job place·
Prospective Teachers (Boston; Allyn and Bacon, Inc.. 1977), ch.
ment of its members, and by alfecting job control in the
8; Havighurst and Neugarten, Soc1ety and Educatio~ (Boston;
daily routine of work (p. 193)."
Allyn and Bacon, Inc.. 1975), 4th edlllon, en. 7; Na11ona1 ConJohn Bodnar's (1976) oral Interview study of Slavic
ference Oil Social Welfare, Oelliquardi, ed .. Helping the Family In
al
settings puts forth a
peasant s who migrated to Industri
Urban Scx:iety (New York; Columbia Unlversily Press. 1963).
challenging hypothesis. He arg ues that " urban-Industria
l
~The British anthropologis t Peter Firth published
material
on kin.
society nurtu red behavior patterns such as limited
ship networks in Britain as early es56,
19
but this appears to have
l cooperation, f atali
sm,
and anti-ma
terial·
horizons, f amllla
bean much less Influential than Young sana
Willmo 11· work.
ns
as for pea·
ism which were as functional for proletaria
Firth, ed., Two Studies on Kinship In London (London: London
sants."
the working c lass neighborhoods into whic h
In
School of Economics Monographs on Social Anlhropology, No.
15, 1956).
Slavic peasants settled
l "pre-ind ustria behavior neither
disintegrated nor simply endured. fl may have been rein•See Greve.n, Four Genefations: Population, Land, and Family in
Colonia1 Andover. M assachusetts (Ithaca. Nevi Yofk; Cofnell
forced ." Bodnar shows that while many aspects or Slavic
Unlverslly Press, 1978) and Demos, A little Commonweallh:
e lif such as the roles assumed by Individual s within
Family Lile in Plymouth Colony (London: Oxlor(j
. i ty Univers
ra,.,;ilies, appeared to be unchanged, they were altered in
Press,
1970}
subtle ways. For example, w i thin the family, which
' In response to Glazer's assertlOn that " the Negro to"8y is like
remained a strong patrlarchial structure, the mother
the immigrant yesterday." Harns suggests that the far more a1
assumed the position of fiscal manager. Further, among
q uesoon is ''why the tOdays of black
relevant h is10<tc:
peasants, " tr1bal" loyalties were essentially village
Americans are so much like the yes1e,days?"
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larger, regional or nati onal alleg iances and were also
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The Spread of Stupefacation
The extensi on of formal schooling to groups formerly excluded from It i s one of the most
striking developments in modern history. The experience of Western Europe and t he United States
in the last 200 years suggests that mass education provides one of the principal foundations of
economic development, and modernizers throughout the rest of the world have tried to duplicate the
achievement ol the West in bringing educat ion to the masses. Faith In the w onder.working powers
of education has proved to be one of the most durable components of li beral ideology, easi ly
assimilated by Ideologies hostile to the rest of liberalism. Yet the democratization of education has
accomplished lltlle to justify this faith. It has neither Improved popular understanding of modern
society, raised the quality of popular culture, nor reduced the gap between wealth and poverty
which remains as wide as ever. On the other hand, It has contributed to the de<:llne 01 cnucai
thought and the erosion of intellectual standards, focusing us to consider the possibility that mass
education, as conservatives have argued all along , is intrinsically incompatibl e with the main ·
tenance of educational qualit
y.
The Culture of Narcissism, American Life in An Age o f Diminishing Expectations. Christopher
Lasch. New York: W.W. Norton . 1978. p. 125.
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When Common School prin·
ciples were put into action,
results were not as expected.

The
Uncommon
Common
School
By Sally H. Wertheim
Equality of educational opportunity is one of the
current slogans educators espouse. To provide all
children with a sense of community through the same
education was one of the original purposes o l the Amer·
ican Common School. According to historian Lawrence
A. Cremin, the common school was to be common for
all people, publicly supported and publicly controlled.•
This statement reflected the ideology of the educational
leader$hip of the limes, who were a confident elite trying to
apply a set or principles inculcated by family background,
education and a sense of civic responsibil ity to a newly
enfranchised citizenry. They were well meaning and moti ·
vated by concern for their fellow man. However, they w ere
not alwyas able to achieve their goal of community be·
cause when their common school principles were put
into practice, the result was not what had been expected .
The very people for whom the common school was created were discouraged from attending because they felt
excluded from the environment which was created .
This s tudy will attempt to show, through documen·
talion found In the twenty Ohio educational periOdlcals
published prior to the Civil War, that this occuned In Ohio,
one of the new frontier communities which was very ac·
live in the quest for a common school, as w ere other
states at this same time. Following the Revolution and
reflecting the principles advocated in the Constitution and
Bill or Rights. it became apparent to the leadership group
In Ohio that formal schooling was an appropriate means to
achieving the ends espoused by the Founding Fathers.
Ohio was a new frontier commun ity which, with the
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passage of the Bill to establish a State School Superin·
tendent in 1837, tried to put these goals into practice.
As communities formed in the West, social strati·
fication seemed to occur. Certain wealthy people in im·
portant business positions assumed community leadership and were advocates of reform movements. Many of
the men who published and edited the educational
journals were part of, or aspired to become, the ascend·
ing leadership group on the frontier. For example, Asa D.
Lord, who edi ted several educational journals, served in
educational ad ministrative positions. and was a doctor
by training. Another editor, John Hancock, of the Journal
of Progress, was part of an old aristocratic American
family, being the grandson o f John Hancock. William
Coggeshall one editor ot the Ohio Journal ot Educa·
tlon, was also descended from an o ld New England fam ily
and served in governmental posts and as an editor of
other periodicals such as the Genius of the West.
As the frontier began the process of urbanization, this
leadership group teared the actions of the others and
sought to use the common school as a means of in·
stitutionalizing their ideas for these groups. It will be
shown that the purposes ot education advocated did not
meet the needs of these other groups, such as the im·
migrant, the catholic, the poor, the workingman, women,
and blacks, who were themselves becoming an integral
part of the society and expected to attend the new com·
mon school.
The question might be raised whether the c ommon
school in its sincere desire to provide a sense of com·
munity by advocating the same type o f education for all
people in order to elimi nate d if ferences, accomplished
the opposite. It often alienated these groups by expecting
them to become like the majori ty group. Albert Picket.
editor of the Western Academician and Journal of Edu·
cation and Science wrote:
But the majority, under any circum·
stances, must Ile limited in the intelli·
gence. The stronger, therefore, the reason, that
profound knowledge should be ex tended to
as many as possible, so that by intermixture
in society with those of circumscribed acqui·
sitions- their knowledge may become dif·
fused-their habits of Investigation, and their
in tegrity by such Intercourse, be worked into
the minds of the mass, and become a part of
their thoughts and mod e o f action. The at·
tainments o f well balanced minds exert great
influence over those less fortunate, the greater
the number of well·educa
ted
the wider will be
the reach o f sound reasoning and correct prin·
ciples of conduc t.'
Oh how simple It all seemed to Picket who was seriously
staling what he and most of his contemporaries believ
ed
the schools could do. His intent was to create a system
which would successfully achieve the dream of a melting
pot.
The ideas which created the common school move·
ment emerged and took root during the period known
as the era of the common man when Jacksonian democ·
racy was the rule and mobocracy. as a result of the new
privileges, was feared by many.
Daniel Aaron noted that when the West was first set·
tied, conditions of equality prevailed, but in the 1830s and
•40s, slums, paupers, and class distinctions as wel I as
societies, private clubs, and o ther outward manifestations
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of a class differential came into being. This was the
situation on the urban, rather than rural scene. In urban
lities
loca
striking disparities in wealth and diversity of occupations sharpened class lines earlier than in less
populous d istricts. Aaron stated:
. . . the myth of a unified equalitarlan
western comm unity must be dismissed. The
urban West, as well as the urban East, presents
a bewildering and complex pattern of cliques
and pressure groups, social,
po
and
litical,
economic, sometimes resisting each other, at
other times work ing together for the common
good . The dynamic wh ich keeps the society
ever moving is money and property, and the
financial elite, the merchants and their professional helpers are also the social and the
political elite.'
James Hall, an observer of his time writing about the
West in 1849, cited the factors which differentiated the
classes. He felt the resources o f the country were contr
by the business community, " embr
acing all those
olled
who are engaged in the great occupations of buying, and
selling, exchanging, importing and exporting mer·
chandi se, and including the banker, the broker and the unde
rwr iter "' This view was underscored by Tocqueville in
writing of his observations of America. He cited as
reasons the fact that money in a democratic society was
of greater importance because It could obtain cooperation
of others and served as a natura
l scale
by which the merit
of men could be measured in the absence of all ot~er
material and exterior distinctions.' The classes, as differentiated by wealth, moved in different circles. They may
have come together for business purposes, but those o f
the upper echelon sent thei r children to private schools,
married them off to social equals, occupied positions of
prominence such as those of bank directors, supported
the Presbyterian and Episcopalian churches, and served
on school committees.•
Cinncinati Society Characteristic
Aaron noted the d istinctions which occurred in Cincinnati society from 1819 to 1838 as characteristic of the
other urban centers of the times and set up an interesting
division along so-called class lines, warning that these
divisions ever remained flexible, except perhaps in the
case o f the blacks. He desc ribed the upper classes as the
business element and professional men such as doctors,
clergym
en,
ed itors and teachers, whose position often
depended upon the status of the people they served. The
majority of the population comprised what he called the
lower middle class and the lower class. These included
, skilled
clerks
workmen, storekeepers, minor tradesmen,
transients, poor immigrants and the semi-s
ed
ki
ll
(as the
Irish deckhands and draymen). " And at the bottom, form; ng a kind o f lowest helot class and exploit
by al I, are
ed
the hated, disfranchised blacks. "' Sometimes there was a
merger between classes as the structure was not absoulte. " In sum then, men in America . . . are arranged according to certain categories in the course of social; life
common habits, education, and above all, wealth, establish these classifications.• In essence the merc antile
class presided over urban affairs, for the urban development produced the strati fied society and "the notion of
equality, though perhaps powerful in the countryside, did
not prevail in the towns."!I

The ideas advanced in support of education reflected
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the dominantly conservative ideas of the new rising class.
Aaron pointed out that the conception of educated man
... one which harmonized especially with the
aims and interests of a commercial and 'peicuniary' cu lture. Education •.. was a disc
pline which inculcated the recognized assump .
tions of the status quo, or rather the assumptions of the mercantile and land owning
class. 1 ~

Education was designed to preserve the ideas of the
status quo and though t he people were committed to an
idea of progress, it was the progress of Meyer's "ven turous conservative ."" His torian Rush Welter, in discussing the concept of progress at that time, thought of
ed ucation as " ... a great engine against 'depotism,' ...
intended only to preserve the present struc ture of government and society, albeit with some minor chang
es. ""
Progress was to be a cont inuation of the present and
educators of the times such as Horace Mann stressed the
need for the schools to build a consensus of values, the
values o f the group whO were promoting the school s.
.

Schools Safeguard of Freedom
What were the values of the society and what did they
envision the purposes o f the common school to be? tn
theory the common school was to be a common equalizer
that wou ld homogenize all people from diverse back·
grounds. This was a need created along with the new re·
publican government and the freedoms it granted to
diverse groups. The permanence of civil institu tions
depended upon educating the youth, otherwise there was
the danger of losing control to the many heterogeneous
groups of Anglo-Saxons, Germans, and French and hal fbreeds which made up the population of the West. It was
noted that the ideas of the Immigrants shou ld be
"remodeled" by the school." There was interest in maintaining the government in its present form tor "permanency of our institut ions presupposes capability for intelli gent public action on the part of every member of the
community"" and in order to secure this, the youth must
be educated to preserve existing insti tutions in thei r
purity. Schools were expected to safeguard democracy
and keep the republican form of government from becoming corrupted by outsiders. "
Sound educational training provided a means of
social control of the child. There were attitudes of tear of
the masses for Tocquevi lle in meeting with Timothy
Walker, an Easterner visiting in Ci ncinnati, no ted Walker's
concern with the power being · given the masses.••
Reverend B.P. Aydelott, in an address before the closing
sessions of Woodward College and High School in Cin·
cinnati in 1836, stated his fear of the less-enlightened and
the poor whom he termed "working classes" that and
hope the teachers would guard them from "apostles of
destruction."" This was an argument used to gain support
for the common school movement, for if the poor could be
controlled by the educational system, then it would be far
less costly than caring for them later as criminals or
paupers. Reverend Dr. Humphrey noted that the
schoolmaster's effect was for eternity because he was
dealing with the plastic minds of his pupils. By making the
pupi ls good, they would curb their wayward ness as adults
and wou ld fit well into the society. The school had to act
upon the yo ung, demanding strict subordination to
EDUCATIONAL
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prescribed rules and dut ies.•• Education would dim inish
atrocious action and evil, and as a result,
lation
legiswould
be purified from superwould
become milder, religion
stition and the socie ty would be improved by the
educated." Education was locked upon as a form ol social
Insurance to b$ paid for as a preventive against crinw, vice
and pauperism. Free universal education, according to
Asa D. Lord, editor of the Ohio Journal of Education, was
to be the ..best Insurance which can be effected upon
property. and the surest guarantee for the safety of prop·
erty, reputation and life ...,.
Another great concern was preventing corruption
with sound moral education. This was the beginning ol the
conflict between those who advocated direct religious
training in the schools and those who professed a need
for non-sectarian moral training. Part of this battle took
place in Massachusetts between Horace Mann, who advocated Bible read ing without no te or comment, and the
group who wanted sectarian religious training in the
public schools.
Schools Not Just Intellectual Training
In Ohio, the concern of the people was with the
question of moral principles as parl of ed ucational
training . There was concern expressed that the intel lectual needs of the children were being attendect to,
but that their affective or spi ritual culture was inadequate.
There was emphasis placed upon development ol the
whole mind, body and spirit with education promoting
loyalty to parents, good institutions, good government
and to heaven. It was important to keep the passions in
check and to provide youth with discipline using stern
principles of religion and morality when children were
young."
education took precedence for, It was
Moral
noted In The School Friend that, .. we are free to say,
unhesi tantly, that we consider a right education of the
heart to be infinitely more important than any degree of
pure intellectual
ucation
ed
.""
addition to political, moral and social purposes, it
was noted In The Universal Educator that the schools were
still expected to "cultivate all the powers and faculties of
mind __ . to an equal standing with those of their fellow
beings who possess the greatest degree of knowledge,
wisdom and goodness."" II was hoped that the schools
would produ ce good learners, not necessari
rned ly lea
men. The intellec t was created no t to receive material
passively, but to use its powers to observe, reason, fudge,
contrive and be active in acquiring truth, through inQuiry.••
While development of the Intellect was deemed important, advice was often given against "premature mental effort to be the real cause of very much of the evil
which is charged against study itself."
"
II was argued that
too much study could be inju rious to health, monotonous
and irksome. II was even suggested that schools were
being promoted to keep students from the employment
the rule."
market, and that shorter sessions should
Reverend Edward Thompson felt that " geniusIs more
frequently a curse than a blessing. Its possessor. relying
on his extraordinary gifts, generally
falls
into habits of in·
dotence, and fails to collect the materials requisite for
useful and magn ificent efforts.""
Another o f the primary objectives of the school was
to teach the you th to labor efficiently by instructing them
in the principles of busine$S. A d ifferential was drawn between those whO attended the colleges and academies
and those who sought a livelihood as laborers. The school
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was to assist in making fhe individual productive boll> to
himself and to the society. The schools would produce laborers, Industrious shop-keepers, prosperous and wealthy
mechanics, and honorable merchants. They would then
become Influential citizens and act as stimulants to prosperity.
So regardless of the diversity of the student's background, aspirations, ideas, or personal values, the philosophy of education of the first hall of the nineteenth
cen tury was to prepare the student morally, intellectually,
vocationally, socially, and politically to fit neatly into the
ideal of community for the society which was being built.
The plan was to take all these students, but provide them
with the kinds of schooling to ensure social democracy.
The common school was designed lor the major social
group and was, In reality, an uncommon school. Evidence
to th is effect can be found in the many ways the different
groups were viewed and how the programs in the schOols
were designed for them. In planning ed ucation for all , the
needs of such groups as the Black, the Indian, the woman,
the cathOlic, the Jew, the poor, and the Immigrant we1e
often overlooked In the zeal to provide community for
all. This problem was even recognized by Marcellus F.
Cowdery, a noted leader of the times:
If has certainly failed during the last fifteen
years, of commanding general confidence, and
of meeting the wants of our Increasing popu·
talion_ .. while It affords encouragement to the
acquisition of knowledge to a majority of the
children of the State, it neither alms at the
proper education of all, nor provides means
adequate to the accompl ishment of this ob·
Jec t."
Educational views expressed about these minority groups
provide insights into how they were viewed. This becomes
obvious in noting how the poor were viewed. John Picket,
expressing his concern for the poor, questioned what
wo uld happen, "unless lhe hand of charity is extended to
their aid,"" Many Journal articles talked about the lower
classes in derogatory ways . Asa O. Lord noted that the
number of illiterates had Increased since 1840 and attributed this to the lnltux of foreigners, " many of whom
are known to be deplorably Ignorant, It is unquestionably
true that a large portion of our youth are either orphans, or
the children of those who have no jus t views of tho Importance of education . .. " " He went on to afli rm that
these types of people allowed their chi ldren to leave
school whenever they could go to work and those that
stayed caused trouble in the schools. Stereotypes ol the
poor were also perpetuated. For example, it was noted
that taste and refinement had to be advanced In the
schools to prevent the homes of the poor from being "a
receptacle of filth ... "" Poverty and crime were almos t
always equated, and evil habits were traced to a lack o f Instruc tion tor those "whose natural mental powers have
been smothered for want of civilization.""
Education a Solution
11 was fell that education could bo the solution for the
problems of the poor. Missionary approaches were directed away from dis tant lands and to "our dear neigh bors who are wretched and des titute ... " whereby school
" .. . takes the pocr, the unfortunate, the vicious; instructs
and clothes them; teaches them practically that it Is bettor to be clean and honest than dirty and vicious, ... and
starts them on a virtuous line of life ..• "" To promote the
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of a class differential came into being. This was the
situation on the urban, rather than rural scene. In urban
lities
loca
striking disparities in wealth and diversity of occupations sharpened class lines earlier than in less
populous d istricts. Aaron stated:
. . . the myth of a unified equalitarlan
western comm unity must be dismissed. The
urban West, as well as the urban East, presents
a bewildering and complex pattern of cliques
and pressure groups, social,
po
and
litical,
economic, sometimes resisting each other, at
other times work ing together for the common
good . The dynamic wh ich keeps the society
ever moving is money and property, and the
financial elite, the merchants and their professional helpers are also the social and the
political elite.'
James Hall, an observer of his time writing about the
West in 1849, cited the factors which differentiated the
classes. He felt the resources o f the country were contr
by the business community, " embr
acing all those
olled
who are engaged in the great occupations of buying, and
selling, exchanging, importing and exporting mer·
chandi se, and including the banker, the broker and the unde
rwr iter "' This view was underscored by Tocqueville in
writing of his observations of America. He cited as
reasons the fact that money in a democratic society was
of greater importance because It could obtain cooperation
of others and served as a natura
l scale
by which the merit
of men could be measured in the absence of all ot~er
material and exterior distinctions.' The classes, as differentiated by wealth, moved in different circles. They may
have come together for business purposes, but those o f
the upper echelon sent thei r children to private schools,
married them off to social equals, occupied positions of
prominence such as those of bank directors, supported
the Presbyterian and Episcopalian churches, and served
on school committees.•
Cinncinati Society Characteristic
Aaron noted the d istinctions which occurred in Cincinnati society from 1819 to 1838 as characteristic of the
other urban centers of the times and set up an interesting
division along so-called class lines, warning that these
divisions ever remained flexible, except perhaps in the
case o f the blacks. He desc ribed the upper classes as the
business element and professional men such as doctors,
clergym
en,
ed itors and teachers, whose position often
depended upon the status of the people they served. The
majority of the population comprised what he called the
lower middle class and the lower class. These included
, skilled
clerks
workmen, storekeepers, minor tradesmen,
transients, poor immigrants and the semi-s
ed
ki
ll
(as the
Irish deckhands and draymen). " And at the bottom, form; ng a kind o f lowest helot class and exploit
by al I, are
ed
the hated, disfranchised blacks. "' Sometimes there was a
merger between classes as the structure was not absoulte. " In sum then, men in America . . . are arranged according to certain categories in the course of social; life
common habits, education, and above all, wealth, establish these classifications.• In essence the merc antile
class presided over urban affairs, for the urban development produced the strati fied society and "the notion of
equality, though perhaps powerful in the countryside, did
not prevail in the towns."!I

The ideas advanced in support of education reflected
16
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the dominantly conservative ideas of the new rising class.
Aaron pointed out that the conception of educated man
... one which harmonized especially with the
aims and interests of a commercial and 'peicuniary' cu lture. Education •.. was a disc
pline which inculcated the recognized assump .
tions of the status quo, or rather the assumptions of the mercantile and land owning
class. 1 ~

Education was designed to preserve the ideas of the
status quo and though t he people were committed to an
idea of progress, it was the progress of Meyer's "ven turous conservative ."" His torian Rush Welter, in discussing the concept of progress at that time, thought of
ed ucation as " ... a great engine against 'depotism,' ...
intended only to preserve the present struc ture of government and society, albeit with some minor chang
es. ""
Progress was to be a cont inuation of the present and
educators of the times such as Horace Mann stressed the
need for the schools to build a consensus of values, the
values o f the group whO were promoting the school s.
.

Schools Safeguard of Freedom
What were the values of the society and what did they
envision the purposes o f the common school to be? tn
theory the common school was to be a common equalizer
that wou ld homogenize all people from diverse back·
grounds. This was a need created along with the new re·
publican government and the freedoms it granted to
diverse groups. The permanence of civil institu tions
depended upon educating the youth, otherwise there was
the danger of losing control to the many heterogeneous
groups of Anglo-Saxons, Germans, and French and hal fbreeds which made up the population of the West. It was
noted that the ideas of the Immigrants shou ld be
"remodeled" by the school." There was interest in maintaining the government in its present form tor "permanency of our institut ions presupposes capability for intelli gent public action on the part of every member of the
community"" and in order to secure this, the youth must
be educated to preserve existing insti tutions in thei r
purity. Schools were expected to safeguard democracy
and keep the republican form of government from becoming corrupted by outsiders. "
Sound educational training provided a means of
social control of the child. There were attitudes of tear of
the masses for Tocquevi lle in meeting with Timothy
Walker, an Easterner visiting in Ci ncinnati, no ted Walker's
concern with the power being · given the masses.••
Reverend B.P. Aydelott, in an address before the closing
sessions of Woodward College and High School in Cin·
cinnati in 1836, stated his fear of the less-enlightened and
the poor whom he termed "working classes" that and
hope the teachers would guard them from "apostles of
destruction."" This was an argument used to gain support
for the common school movement, for if the poor could be
controlled by the educational system, then it would be far
less costly than caring for them later as criminals or
paupers. Reverend Dr. Humphrey noted that the
schoolmaster's effect was for eternity because he was
dealing with the plastic minds of his pupils. By making the
pupi ls good, they would curb their wayward ness as adults
and wou ld fit well into the society. The school had to act
upon the yo ung, demanding strict subordination to
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religion. The Board did not deem this objection sufficient
enough lo re)ecl the book, however, Hancock edilorialized
lhal immigrants had rights and privileges of nalives, bul
... we believe we ought to have and assert some sorl
of nalional charac1er. Though we have no established
church, yel we believe the religion of our people lo
be decidedly Christian and Protestant, and we have no de·
sire to see it anything else.""
Typical of tho trea1ment accorded to the American In·
dian was the fact that both the fndlan and the Negro were
excluded from the schools which were design ed for all."
The Neg ro was relegated to separate schools by lhe Ohio
Supreme Court. Those who were more lhan lhree·elghths
African and were colored in appearance were also not
allowed to allend the common schools." This condition
of special schools for blacks existed in Ohio till after lhe
Civil War, despite the fact that in 1828, 10 percent of the
population of Cincinnati was Negro. Richard Wade In his
study of The Urban Frontier concluded that "at just the
time when the black population expanded most rapidly, Its
contacts with other Cincinnatians lessened markedly."»
This happened at the time when the Idea of a common
school for all people was just gelling starled as the means
of providing social intercourse for all groups in the
society.
They felt they were providing for the education of all
the children in the state, but onfy in separate institutions.
To the thinking of lhe leadership this was a progressive
step, for there were those serving on the Commillee on
Education of lhe Ohio Cons
utional
tit
Convention in 1850,
who argued agains t provision of any type of education for
the Negro." In one place, the Dallon School Dislric t, In·
tegrated schools for lhe Negro were advocated, but never
accepted. Minority groups occupied lillle of the plans o f
lhe majority power structure as it went about planning an
educational system which was to be available and com·
montoall
.

Perhaps some of this disinterest existed because the
schools were not serving the needs of all the groups for
whom lhey were intended. The leaders of the common
school movement believed in and supporled the concept
of a school common to all people, where a common
educational program could advance common values and
aspirations of a democratic society. This did not provide
an opportunity for education In 1erms of different in·
dividual's particular needs or values. The concept of
providing for community was not fully realized for certain
groups.
Though lhe leadership group was -meaning,
well
even
lhey recognized that lhey did no l achieve what had been
intended. The Ohio public school system was never able
to provide true equality of educational opporlun ity for
all- it served only one class. I ls problem has been and
still continues to be that it is a common school, with com·
mon goals trying to create a community for a society
whose needs are not necessarily common. Until ii begins
to provide for the diversity of the population through pur·
pose and program, it will encounter d iff
icu lly in achieving
its goals. The uncommonness of lhe common school will
continue to preclude the possibility of equality of
educational opportunity, now as then.
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A critical look at 'creative
needs' and 'mental health' as
goals in art education.

Goals

for
Art Education

By Mary Ann Stankiewicz
Art education shares some goals with general edu·
cation. For this reason. art educators can benefit from
critical analysis of educational goals by philosophers of
ed ucation. The reverse may also be the case; some
examinations of art educational goals may have value for
general education. This paper Is an attempt to took
critically at "creative needs" and " mental health" as goals
in education specifically art education.' Although my
examples of goal statements will be taken from writings in
the field of art education, similar goals are found in
general education. Three conceptual_analyses by phi l<!SO·
phers o f education will be used in _this exa~lnat1on:
Boyd Bode on the concept of needs m edu.cat1on; R.S.
Peters on mental health as an educational aim; and J.P.
White on the concept of creativity. This paper will not only
suggest some problems with a certain sort of educational
goal but also point to some relationships between
phi losophical analysis of educatlonal goals and curricula.

One common goal for the teaching of art in public
schools states that children have certain needs, including
the need to be creative. These needs must be met, the
goal continues, so that children will develop Into fully·
functioning, mentally healthy adults. In thi s goal, three
notions, human needs, creativity, and mental health as an
aim of education, are linked in a means to ends relation.
ship. While these notions are often found in art education,
they are not limited to art education.
The notion that one goal of education Is to meet
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children's needs was frequently espoused by Prog ressive
educators during the 1920s and 1930s. A more con·
temporary example can be fou nd in the British Plowden
Report, which brought the notion of "the open classroom"
to the attention of educators. The Plowden Report
proposed planning education in terms ol children's needs,
some of which are fisted below:
Children need to be themselves, to live with
other children and with grownups, to learn
from their environment, to enjoy the present, to
get ready for the future, to create and to love, to
learn to face adversity, to behave responsibly,
In a word, to be human beings!
Writing on creative needs as a goal for art education
reached a zenith during the 1940s In the work of such
authors as Natalie Cole, Victor D'Amico. and Vlktor
Lowenfeld.' However, this same goal can be found in the
work of earlier art ed ucators. for example, Margaret
Mathias. Mathias had served as elementary art supervisor
in Cleveland Heights. Ohio, and as Director of Art in the
Public Schools of Montclatr, New Jersey. She also taught
summer sessions tor Kindergarten and first grade
teachers at Columbia Teachers College. Mathias was an
early proponent of a Progressive philosophy in art edu·
catio n who advocated meeting children's needs through
art. She declared that art teachers should make chil·
dren's art needs their first concern •One sort of art needs
were creative needs:
This drive to respond to experience we call
creative power. At one time creative power was
thought to exis t fn only a few people. Now we
believe that every one has creative power. And,
further, the psychologist shows us that every
one must have opportunity to create if he is to
have wholesome development. When we think
over our own experienoo 1 we realize our
satisfaction in making something which we
ourselves have thoug ht of, and for which we
feel responsible, and which we are able to carry
through to completion . Thi s satisfaction we
recognize as one of the highest and most
dependable of human enjoyments.
Therefore, our first and most important
reason for teaching art is to hetp each In·
dividual develop his creative power.'
In Mathias• terms, art is the response to experience
through materials, a definition derivative of her men tor
John Dewey. Mathias distinguished two sorts of creative
needs: a drive to respond to experience and a desire to
make things. Together these constituted "creative
power," a notion taken from the writings of Arthu r Westey
Dow.• Not only does our creative power give us en·
joyment, but according to psychology, exercise o f ere·
alive power is necessary to healthy growth. Therefore, the
development of creative power is the most important goal
of art education.
Creative power Is, according to Mathias, a human
need. But what do we mean when we talk about "needs"?
Boyd Bode in 1938 pointed out that what we call " needs"
are the same as wants or desires.' The label "need" was
used in Progressive Education to leg itimize certain wants.
Bode asked how one determined which wants ought to be
legitimized as "needs," and concluded that, given con·
flfctlng wants, a decision was best made in reference to an
end with in the context of a program or philosophy. Thus,
an ed ucator who begins the process of curriculum de·
21
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velopment by looking at student "needs" is working
backward. The correct place to begin, according to Bode,
Is by asking about the ends of education.
Given Bode's analysis of the concept of needs in
education, we can see one problem with Mathias' statement of a goal for art education. She conceived of creative power as a human need and began curriculum de·
velopment from this "need." Since the need is only
legitimate in terms of some end, Mathias is merely talking
about children's desire to create unless she makes ref·
erence to some end and to a framework within which
such desires might be legitimated as needs. One end met
via creative power is enjoyment. Making art and looking at
art are satisfying and enfoyable activities according to
Mathias. While we might all agree on the enjoyment to be
found in such activities, most of us would probably
hesitate before recommending enjoyment as the principle
aim of education. Certainly, we want the student to enjoy
learning, but teaching a subject with only the goal of enj oyment seems frivolous in these days of "back to
basics." However, enjoyment is not the only end served by
the creative needs. Mathias tells us that psychologists
have shown creative needs necessary to healthy development. Teaching art as a means to healthy growth seems,
at first glance, a sounder goal than art for enjoyment.
II
Generally, a psychologist focuses his interest on
mental development. The result of wholesome mental
development is a state referred to as "mental health."
Thus, Mathias has legitimized creative wants into "creative needs" within a psychological framework with mental health as an aim for education. A.S. Peters has analyzed the concept of mental health as an aim for edu·
cation, so let us refer to his discussion!
Mental health as an educational aim is just one
aspect of the modern trend of looking to science for
values, according to Peters. "Mental health" appears to
offer a norm which mig ht function as a goal. In Peters'
analysis, " mental health" refers to the development and
regulation of wants in a realistic, undistorted, and com·
paratively conflict·free manner. The psychologist who
holds "mental health " as a norm is not telling us which
wants are worth satisfying, but rather that wants should
be regulated to some extent so that conflicting wants can
be avoided. Most of the qualities psychologists
t
lis under
the heading "basic needs" are of the sort described above
and can be subsumed under rationality or mental health;
the notion of self-actualization is slightly different.
The concept of self·actualization is found in the writ·
I ngs of Abraham Maslow, a psychologist whose work has
influenced humanistic education. According to Maslow,
the hierarchy of basic hu man needs has as its base
physiological needs which must be met for survival of the
organism. The hierarchy moves upward to safety, love,
and esteem needs, and is topped by the need for self·
actualization.• Maslow's definition of a healthy individual
is one who has met all the basic needs of ' 'a man who is
thwarted in any of his basic needs may fairly be envisaged
simply as a sick man •. . . ""Self·actualization, the need to
"become everything that one Is capable of becoming,"" is
met by very few individuals according to Maslow." Per·
haps this lack is due to the complexity of self·actu·
alization; components include more efficient perception
of reality, spontaneity, ability to center on problems,
quality of detachment, and creativeness, among
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others." Maslow's hierarchy of basic human needs might
be visualized as a flight of steps. Only the human be·
ing standing on the top step, who has met all his basic
needs can, according to Maslow, be considered mentally
healthy. Since art education offers opportunities to meet
one's creative needs, art education claims a share in
meeting the educational aim of mental health.
To Peters, self·actual izatlon Implies more than men·
tal health and the satisfaction of basic needs; it implies
growth, extending the self toward goals higher than sub·
sistence. Thus, it seems odd to Include self-actualization
as a necessary part of mental health, as Maslow did, since
we can have mental health without self-actualization . As
Peters writes, "though people may be missing a lot that
they might find satisfying if they don't devote themselves
to art, music, and good causes, it is odd to describe them
as mentally Certainly
ill.""
we do not usually limit the
s tate of mental health to the few individuals who are self·
actualizing according to Maslow.
From Peters' analysis we can see that "mental
health" is not a sound goal for education, suggesting as it
does the regulation of some human wants at a minimum
level necessary tor functioning within some system. As·
serting that education should seek to develop people who
can maintain a state ol mental health is a negative coun·
sel which ignores the function of education in the trans·
mission of culture, according to Peters. Education is
neither medicine nor therapy. "The main function of the
teacher Is to train and instruct; it is not to help and cure,"
writes Peters." Even speaking of social improvement as a
goal for education does not logically imply individual men·
tal health. Although society, as a whole, may not be able
to regulate wants, individuals within that society may be
rational. And, vice versa, although each individual may
possess rationality, to assume that the group possesses
rationality is to commit the fallacy of composition. "
If meeting human needs is not sufficient as a goal for
education, and "mental health" also falls short, can the
goal of developing creativity serve as a sound goal for art
education?
111
The writers of the Plowden Report, like many other
educators, assert that children want to create. Many art
educators, for example, Margaret Mathias, have claimed
creativity as their special domain. The artist is, after all,
the paradigm for the notion of creation." Aestheticians of·
ten speak of art as creation of a new world, a new reality,
or a new realm of possible emotions. The artist gives this
new world form through various media. Like the adult artist, the young child draws, paints, or models when sup·
plied with appropriate materials. Thus, the art educator
who supplies the child with crayons, paints, paper, and
clay and who encourages the child to make pictures and
clay figures will often tell you that his/her goal is to
develop the child's creativity.
From Bode's analysis, we know that "creative needs"
can be distinguished from simply wanting to create only
within a framework with some end in view. From Peters'
analysis, we know that if the end which legitimizes
meeting creative needs through education is a concept of
mental health as an aim for education, then we have some
problems. If "creativity" is part of "mental health," that is,
if all human beings must be creative in order to function at
a level of rationality, then developing creativity cannot
serve as an educational goal. II is merely a standard for
EDUCATIONAL CONSIDERATIONS
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minimum functioning. If, on the other hand, "creativity
"
is more than a norm such as "mental health, " then it may
logically serve as a goal for education.
J.P. White in his analysis of " creativity" suggests that
a paradigm case of creativity would be Einstein as a scientist o r Dostoyevsky as a novelist." In either of these
cases, "creative" refers to some sort of product, not to
some inner state. If Dostoyevsky had left no record o f writ·
ten work, we would find it difficult to evaluate him as a
creative person. The product is creative, not in isolatio
n,
but within some field of endeavor with certain standards,
according to White. The standards are necessary in order
to determine if the work under consideration is im·
pressively different from the average range of works in
that field. We do not usually speak of the designer of a
production line car as an exemplar of creativity, but we
might well poi nt to the designer of the Bricklin as an
example of creativity in automotive engineering .
"Creativity" seems to funct ion in t wo ways, to
describe and to evaluate. In White's analysis,
"
" creativity
is more than minimum performance in some area.
Therefore, developing students who can do outstanding
work in science or the arts might wel I be a viable goal for
education. If we were to talk about a person displaying
creativity, not in the arts or in science, but in regulating
their wants (what Peters described as mental health), then
we would, given White' s analysis of the term, have to be
talking about functioning at an impressive level. The per·
son who displayed creativity in regulati ng wants would
have to go beyo nd mi nimum functioning . Thus, creativity
cannot log ically be a necessary part of a minimum Stan·
dard tor mental health, but it might serve as a goal for
education.
IV
When we return to Mathias with the Information garnered from our three philosophers of education, we can
elucidate her goal of meeti ng children's creative needs.
First, these "creative needs" are wants. Children want to
respond to experience and to make things. Second, these
wants are leg itimated as ' ' needs"only in terms of some
end with in a contex. '' Mental health" cannot function as
an educational end because it is merely a negative counsel, describing minimum rational functioning. Developing
curricula which provide child ren with opportunities to
make and to respond so that they can be mentally healthy
confuses education with therapy. When the desires to
make and to respond are set in a contex t with "creativity"
as an end, the situation changes. " Creativity" implies
going beyond a mi nimum performance; it implies a
product which is impressive when measured against
some standards. "Creative power" in art education, then,
would imply making art that is impressive when evaluated
by s tandards with in the art world. "Creative power" in
response would imply a sophisticated abl llty to react to
experience rather than a naive response.
Mathias may be correct in saying that all people want
to make things and to respond to experience. Her use of
"creative" legiti
mat
es these wants, not as a means to
mental health, but as a means to artistic performance and
appreciation at an impressive level. Al l people may be able
to make art and to appreciate art, but not all will do so im·
press
when judged according to the standards set by
various theories of art. The implication of White' s analysis
of "creativity" is that only some people can be called
creative in any given field. Thus, Mathias contradicts
Winter, 1980
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White if she seeks to make everyone a creative artist.
If creativity, as White has anal
yzed it, is a goal for art
education, then certain consequences follow. First, stu·
dents need opportunities not only to make art and to re·
spond to art, but also to learn s1andards for achievement
in art. Th us, art history as the study of past art istic
achievements, art criticism as the study of curren t stan·
dards in arl, and aeslhetics as the study of values in art
would seem appropriate in a curriculu m wi th the goal of
developing creativity." Second, the art educator should
certainly try to help each student become creative, but not
all students can achieve that goal. Third, curricula which
focus on self-expression, permitting the student to make
whatever he/she wants without any standards would seem
to be, not paradigms of creativity in art education, but
rather misunderstandings of the concept. A parall
el conclusion
would seem to apply to education in general.
Creativity may be a viable goal, but curricula which Ignore
standards of achievement and permi t students to " do
their own thing" with no provision for evaluation cannot
logicallyclaim to be developing creativity.
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Roots of traditional progressivism still offer the best ba·
sis of building a sound view
of education.

Educational
theory
in the
remainder
of the century
By Jerome A. Popp
As we enter the 1980s it seems appropriate to reflect
upon the nature of our inquiry-as it was, is, and should
be in the future. I want to suggest that it is time to
seriously reconsider the tenets of educational pro·
gressivism. I will not be suggesting that we simply iden·
educational
tlfy
progressivism as it existed in the first
20years of this century and reinstate it in the last 20 years;
what I hope to show is that the roots of traditional
progressivism still offer the best basis for building a
sound view of education for now and the future. It
behooves us to view our work as growing out of traditional
progressivism and toward a neoprogressivism.
1. The Present Scene
At this time we can look around and find: " humanistic
education" - the " hands off" view of pedagogy and
schooling-wobbling without a clear direction. Perhaps
its followers have made their points and are now at a loss
as to what to do next. This is plausible, for humanistic
doctrine is philosophically thin, lacking the comprehensiveness or penetration to support prolonged action. I
shall return to this view In the third section of the present
paper.
The transmissionist or impositional view-hu·
manism's historical adversary-seems to be healthy
with educational technology, i.e., the technology of
pedagogical imposi tion, continuing to attract great au·
diences. The brutalness of imposition reflected in the
Hoosier's School Master's reading, 'riting, and 'rithmetic
taught to the tune of a hickory stick, seems to be in vogue
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again in "back to basics." It seems to me that the trans·
mission view with its ever.present technology Is pres·
ently in position of the greatest momentum with regard
to schooling and school policy.making. If we education·
lsts allow the present trend to fulfill itself we can expect
to find impositional th~ory dominating the 1980s.
Optimists will say that humanistic education is less
noticeable at present because many of its principles have
become internalized by the establishment. Yet anyone
who is at all sensitive to the notion of logical consistency
must doubt this; how can humanistic principles be in·
ternal ized by teachers who are taking more and more of an
educational technological view of things?
If impositionism is to continue to dominate peda·
gogical practice, then we must be prepared to accept its
consequences. In modern social life, more than any
other time in human history, imposition is met with
resistance. Conceptually, imposition and resistance are
reciprocal notions. When you are imposed upon, you
resist; when school children and young adults are im·
posed upon they resist. The transmission theory and its
supported practice clearly identifies imposition. We are
less familiar with Its reciprocal resistance. But let us
examine it.
Resistance can take t wo basic forms: active and
passive. Active resistance attempts to disrupt the im·
position, weakening its impact. Passive resistance allows
imposition to manifest itself but seeks to lessen its im·
pact by giving It no target. In school, active resisters are
"discipline problems," while passive resisters are "mo·
tivation problems." School authority knows how to deal
with active resistance. But passive resistance is enigma.
Passive resistance draws no punishment, just ignoral.
Yet, passive resistance has its price-it's boring.
..., ••8.ecent attention has focused upon the use of drugs
by secondary, junior high and even elementary students.
II is not possible that through the use of drugs the docility
required by transmissional imposition becomes bearable?
As far as I can determine, no drug usage studies exist
which consider the type of pedagogy as an Independent
variable. Yet, is it not plausible that drug usage is rendered
effective given the impositional nature of the schooling
environment? This is a significant area of empirical re·
search which, as I see it, deserves our attention in the
1980's. If, as I am suggesting, drug usage is patterned according to pedagogical imposition, then this alone is evi·
dence against impositionism in schooling.
2. The Transmission View of Schooling
There has always been with us, from Protagorus to
Gagne. a transmission view of pedagogy and schOoling. If
one asks the average adult or undergraduate, "What are
the purposes of the school or teaching?" one invariably
receives a traditional transmissionist account of the ends
of schooling. This tradition is quite strong and dom inates ,
as near as I can tell, the thinking of the typical person. Yet,
transmissionism has not remained static and was
noticeably modified at the midpoint of this century. For
this reason it is best to review transmissionism in two
parts: traditional and modern.
Traditional Transmissionism
In the time of the ancients, there were established
cultural facts and values into which children could be
initiated. Since the content transmitted was stable and
noncontroversial, the initiat ion process seemed straight
forward. By the late nineteenth century, John Dewey
EDUCATIONAL CONSIDERATIONS, Vol. 7, No. 2, Winter, 1000
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challenged this process. His classic Democracy and
Education and his equally important Interest and Effort in
Education, both published in the sec ond decade of the
twentieth century, constituted formidable opposition to
straight transmlsslonlsm.
The end of transmissionism, (i) a body of knowledge
and skill, and (Ii) standards of conduct, whether pursued
by the " Elfort Theory" (or fo rmal discipline) or the "In·
terest Theory
"
(or sugar coating the bitter pill) was at·
tacked by Dewey in the classic argument that the object
was assumed to be apart and alien to the developing child,
and that all experience with children crenled this assump·
tlon. As an alternative view, a new view of schooling was
propounded-progressive education.
While Dewey's arguments keep traditional trans·
mi ssionism on the ropes for the first third of the twen·
lleth century- it was never k nocked out-the extreme
chil
d-centered wing of the Progressive Education Association unelerm ined his attack. Alter all, if the project o f
study was part o f the chi ld's nature, why not keep hands·
off and let things unfold according to nature' s plan?
Dewey's attack on the imposltionism o f the transmission
view ironically cleared the way for permlssivi sm. Dewey,
of course, was attacking both imposltlonism and the
romantic hands-o ff approach wh en he claimed " psy"
chologized the child . Yet when one reads his words today, the attack upon the impositionism of transmission
thinking seems to receive the heaviest blows.
Modern Transmlsslonlsm
At midcentury Ralph Tyler laid out his curriculum
technology and It received a strong positive response.
There had been earlier transmisslonisl s who sought ef·
ficiency, but by Tyler' s time there seemed to be less OP ·
position. Tylerian technology sought to improve out·
comes by improving means.
A decade later The Process of Education appeared,
which of course originated " the structure of the
disciplines movement" in curriculum development. If we
could clarify the ends, the means would follow. Aim for
the basic s tructure, and children will be released
somehow to become little scienti sts and mathematicians.
Child psychologists were out and Ph.D.'s from the
disciplines w ere in. It is as if the arts and sciences
professors had finally won over professors of education,
and they walked with arrogance thro ugh the captured
public schools.
Yet things did not go as predicted. In 1971 Bruner, in
" The Process ol Education Revisited," took it all back.
I believe I would be quite satisfied to declare, if
not a moratorium, then something of a de·
emphasis on matters that have to do with the
structure ol history, the structure of physics,
the nature of mathematical consistency, and
deal with It rather in the context of the
problems that face us.'
If Einstein could ask Newton's forgiveness for being
right, Bruner should have asked lor Dewey's tor being
wrong.
While the struc ture of the disciplin es movement has
laded in science and mathematics, II ls somewhat alive In ,
philosophy. From Kohlberg' s moral development theory
and U pma
n's Philosophy for Children movement, one ex·
peels to find some teachers viewing value and/or moral
education the way the structure o f the disciplines
teachers viewed their subjects. I am not claiming that
Winter, 1980
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Kohlberg or Lipman and their theoretical associates are
" Jonnie-co
me·lately'
s" to Brunerism. This is not the
case. But I am concerned that some users of these ideas
may fall Into the same view as the earlier Brunerites;
namely, some may come to view their task as trying to get
the student to discover or build the basic structures o f
moral reasoning like math and physics w ere supposed to
be built. Whether we should have moral curricula, or what
form they should take is not my point: I only want to warn
against making the same mistakes contained in the struc·
lure of the disciplines approach-thinking that curriculum
organization and materials are all that are required, while
Ignoring educational psychology and teacher effective·
ness research.
·
By the late 1960's, behaviorism and educational tech ·
pedagogical technology) were growing
lono gy (act
strong. As the structure of the d iscipl ines movement
faded. the void in the foundations o f transmission·
n· i
Transm ssio
Ism was filled with behaviorist technology.
ism was back to looking at its means again with the ends
becoming of less concern. Philosophers will consider the
behaviorist version of transmissioni sm Its most accept·
able form, for it emphasizes individual differences in its
princi pie that what Is reinforcing for o ne may not be so for
another, and for its emphasis on positive reinforce·
ment and banishment o f punishment. Al present, behav·
lorlsm seems alive and well. I shall return to it later.
3. The Romantic View of Schooling
An alternative to the transmission viow, romantic permissivism, views childhood as complete in and of itself,
requiring not active intervention but protection from intervention; 'intervention' is equated with ' imposition'. The
earlier forms of romanticism and Its unfold ing view o f
human developmen t are familiar. Roman ticism is often ac·
cused of being based upon a biological growth metaphor.
but this is inaccurate for there was no metaphor intended.
Currently the romantic conception of pedagogy has taken
two forms: "humanistic
"
education and crevelopmen.
tallsm.

uall

Humanistic Education
Humanistic education, as it is erro neously labeled, is
said to derive from third force psychology . Maslow has led
the way wi th Rogers contributing somewhat, and Combs
influencing curriculum theory. Maslow is a neo-Arls·
totleian with selfactualization as the Final Cause tor per·
sons; philosophicall
this brand of determ inism will
y
simply not wash. It leads to all sorts of blunders such as
confusions over the meaning of 'can· and 'ought', and the
role and nature o f free choice. His " hierarchy o l needs''
grounds his s tralght
· line determinism, making the
evaluations of alternative directions unnecessary. In
surely one o f his most absu rd moments he equates the
development of a child with that of a flow er and kitten. I
will not embarrass you with an analysis o f this absurdity.
K.P. Morgan once referred to Schwab as the Pied
Piper of Curriculum theory,' but I have another candidate:
Arthur W. Combs. As he recently put it, " The Humanistic
Movement .• • Is a revolution in human thought, a
necessary occurrence in the sweep o f human events ."•
We of course, do no t know the hi storical scope of this
neoenlightment. But it seems to be third force enlight·
ment. As he sees it, we are faced with a choice between
two systems of think ing: one open, one closed. We are at a
fork In the road. We, In education, always seem to be at a
fork or a crossroad; actually, I think we are, and have been
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tor some time, o n a rotary.
of mind. Serious educational theorists should not commit
The choice between two alternatives "commits us to
to Piaget's views or suggestions without careful phifo.
quite d ifferent philosophical
positi
sophical analysis o f Piaget's basic assumptions.• The
ons
." The closed
system depends upon a "management class," a "great " whofurther analysis of Piaget has to be a high agenda item for
knows where the people
d shoul go," and a
man" ..•
the 1980s.
"dictatorship." "Open systems are egalitorian ... essen·
In4. Traditional Progressivism
tlalty democratic." fac t, as Combs puts it,
Under Dewey the progressive alternative took its
basic shape. As I read him he soug ht to give a systematic,
From my po int of view o ne of the comforting
things about dealing with probl ems from an
comprehensive, consistent account of the student,
content, and the school and its
open system is its c ong ruence with the
pedagogy, curricu
lum
democratic philosophy. My psychology is not
social context. In o ther wo rds, he envl sloned educational
theory as giving an account of tour fac tors, which may be
basicall y out of to uch with my philosophy.•
thought of as follows:
Of course Combs is committing the either/or fallacy,
but what Is interesting is 1hat he knows it. He quo tes
s tudent
you find ideas expressed at opposite
" Wh
Kelly:enever
ends o f a cont inuum in either/or fash ion, it is almos t cer·
taln they are both wrong .'" Ignoring Kelly's confusion
of degree and kind, we find Combs agreeing with Kelly
(which Is to agree with confusion) and nevertheless con·
tinuing to discuss his either/or realit
y.
Without belaboring the argument, I want to simply
state that the so-called humanistic movement In edu·
cation is without intellectual leadership.
Oevelop
mentallsm
The word 'development' under Piaget's Influence has
taken on a special meaning. 'Developmen t' sugges ts to
most education ists 'developmen
'. tal i
sm The tatter is a
hybrid form of in natism. Piaget is a neo-Kan. tlan Kant
viewed the mind as innately structured in his doc trine o f
synthetic a priori truths. Piaget objects claiming that Kant
was talking about the most mature minds. But these s truc·
tures are not In place at birth. Rather, they develop In three
or four d istinct s tages.
But why do they develop? Children encounter ex·
perience and sooner or later become disequlllbrated.
Their cognitive structures do not work well at explaining
experience. This does not depend on ind ividual purposes.
Dlsequlllbrium is solely
g ica
a biolo
l - dysfunctional organlsm·environment relationship.
How do these structures develop? Through assim·
ilalion and accommodation equilibration is reestab·
hed . lis
Assimilation
is the process of coming at experi·
ence. It Is what the person can do or make of the en·
vironment. Accommodation is what the environment
makes o f the person. Thro ugh accommodation one
modifies one's structures, producing more adequate
assimilations. Empiricists erred, according to Piaget, in
believing that accommodation could go on without it s
complementary assimilations. Kant erred in the opposite
direction by focusing on assimilation and omitt ing the
point that accommodation was also going on. We might
say that Kant discovered assimilation process through hi s
trying to accommodate rationalist and empiricist thing Ing,
while Piaget discovered accommodation by trying to
assim ilate both Kant's thinking and children's thinking.
Philosophically, Piaget is a neo·Kantian commit ted to
synthetic a priori truths. Within contemporary philosophy
of science and philosophy of mind this is untenable. He
ignores the synthetic and analytic functions o f beliefs. t
believe that this omission is generated by his rejection ol
human purpose and his complete dependenc e on bio logy
as th e basis of knowing. The issues here are historically
wide and philosophically deep, and cannot be settled In
this or any other short paper. All I want to establish is that
Piagetlan theory is based upon a rationalis tic conception
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context
To ignore any one of these fo ur was to c ourt disas.ter.
But how c an th ese factors be approached theo·
retlcally? Dewey's account of educational theory was based
upon three fundamental theoretical fac tors: education,
democracy and inqu iry. Again I will present a bit of geometry.
education

lnQuiry
Education is, of c ourse, the highest value by which all
else is to be evaluated . The criterion o f growth is the
theoretical absolute by wh ic h all else is measured. This,
by the way, is what the psychological humanism of the
1970s was in its feeble way try Ing to get at but cou Id not
because of its ig noral of phi losophy. Education was
achieved, according to Dewey, by inquiry on the personal
level and democracy on the social level. Only under the
conditions of democracy is adequate inquiry possible; but
this was not the argument. Only under democratic con·
ditions c ould the criterion of growth be fully achieved.
Democracy frees both educallon and inquiry. Democracy
provides the social conditions for education , which frees
Inquiry, which allows for the reconstruction o f experience
. .. , i.e., education.
Through ph ilosophical analysi s, Dewey tried to
elaborate the nature of these three theoretical ractors.
Many of his writings are well ·known
,
but, it seems, poorly
understood. If I may be so brash to criticize in a few
EOUCA
DERATIONS
TION
N
AL CO SI
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lines his over thirty books and thousands of papers, I want
to suggest that his weaknesses are to be found in two
areas; one of which I give him no responsibility-in fact he
contributed very positively to it, a nd another which I at·
tribute to him great responsibility. Tha first o f these Is
educational psychology. Dewey was not practicing sci·
ence yet he gave ii many Important ideas. At Dewey's
time educational psychology was just emerging under
Thorndike who was, of course, a transmissionist. No edu·
cational psychology was on the scene which was based
upon progressive assumptions. Dewey was developing
the progressive theory, but he could hardly be expected to
develop it in all areas.
The second weakness in progressivism was of his
making. In his desire to put together all that was separate
he went, in my view, too far in his account of inquiry. As
Chuck Brauner observes, before 1911 Dewey vi ewed
inquiry as being of two pieces: one which served practical
purposes and one which served scientific purposes. But
by 1929, "Dewey welded those two approaches to ex·
perimentatlon Into a new approach to the idea of a
discipline of education."' Contemporary logic questions
the sagacity of this approach. Some philosophers ol
science want to render asunder what Dewey sought to put
together: theoret ical and practical wisdom. As I shall
argue, this approach has warrant. In current educational
research there is a good deal of interest in separating
theoretical and "evaluation" studies. This distinction by
the way has been much clearer than the old basic/applied
disti notion ever was.
5. Sources of a Neo·Progressivlsm
Stated negatively, the transmission and romantic
views give us an Impetus 10 seek alternatives. More
positively, the weaknesses in traditional progressive
thinking are at present remedial. Contemporary psychol·
ogy and philosophy, In my view, offer possibilities for reconstructloning progressivism. As Ryle once said of
Hume, many have mistaken his footsteps for his destina·
lion, one could also say this o f Dewey.
Psychological Sources
Psychological thinking d uring the golden age of
progressivism was bifurcated into behaviorism and what
Dewey called "psychologizing" the child by various forms
of animism. Behaviorism has continued to grow reaching
lull maturity under B.F. Skinner. G.H. Mead once com·
mented that behaviorism was part of the "stimulus for a
pragmatic philosophy."• There has always been an afllnity
between behaviorism and pragmatism; however, the two
part company o n the question of the role of human pur·
pose and the related notion of consciousness in ex·
plaining behavior. Pragmatism viewed behaviorism as too
narrow and hence Incomplete.
Within the development of psychology, there has de·
veloped an alternative form of behaviorism which departs
from the basic tradition from Watson to Skinner. Ban·
dura's "Social Learning Theory" represents a refinement
of Toulman's "purposive behaviorism" which was itself a
psychological theory more in line with progressivism. I
believe that Band ura's approach to psychology offers a
scientific s tudy of behavior which is based upon a
metaphysics which is consistent with the earlier pro·
gressive views of human nature. Furthermore, I believe
that Bandura's views offer us a scientific view of learning
and experience which can provide for the development of
a progressive theory of education. The earlier progres·

Winter, 1980
Published by New Prairie Press, 2017

slvism's educational psychology was adumbrated but
never developed into an ongoing area of scientific inquiry.
I am claiming that Bandura provides us with this actualized inquiry. Thus, a soft spot In traditional progressivism
Is presently remedial. Bandura's Social Learning Theory
bolsters progressive thinking and fills a gap which Dewey
had to accept-but which we no longer have to.
In his recent book, Social Learning Theory, Bandura
briefly d iscusses the alternative c,o nceptions of social in·
teraction. This attempt seems to clarify the nature of
social Interaction as it functions as a basic metaphysical
framework for his scientific endeavors. He claims that,
"behavior. other personal factors, and environmental lac·
tors all operate as interlocking d eterminants of each
other."
A val id criticism of extreme behaviorism is
that, in a vigorous effort to avoid spurious inner
causes, it has neglected determinants of
behavior ari sing from cognitive functioning ...
Because some of the inner causes involved by
theorists over the years have been Ill-founded
does not justify excluding all internal deter·
minants from scientific Inquiry.•
Bandura is attempting to broaden the behaviorist
framework by opening the metaphysical locus standl to
the existence of "internal" factors without explaining
behavior in terms of antecedents as various innatist
theories do. He is searching for an organism-environment
relationship which is not one dimensional as are both environmentalis t and antecedent accounts. Note how this
view Is congruent with the hyphenated reality view held by
Dewey. That is, Dewey rejected both the innatis t or an·
tecedents view, and the radical environmentalist view ol
hOw behavior is explained . lnnatlsm locates the deter·
ml nan ts o f behavior within the organism, while en·
vlronmentalism places these solely within the envi·
ronment. Dewey argued that behavior Is best explained by
appeal to, and the analyses of. the relationships which
form between the organism and the environment of that
organism. Consciousness is one of these relationships
between an organism and a part of the environment or
" situation," as Dewey called it . Purpose is another. It
seems to me that it is precisely this explanatory
melhodology which Bandura and his associates are investigating.
My purpose here Is not to review and critique Social
Learn ing Theory from a progressive point of view. All I
want to do is to indicate how th is theory enhances
traditional progressivism. My argumen t is stronger, how·
ever, than simply showing the theoretical compatability of
Bandura and Dewey. Social Learning Theory is worthy of
our attention forotherreasons.
Skinner, in his behavioris t analysis of ordinary Ian·
guage (About Behaviorism, 1974), admits the existence of
reflective thinking but claims that It is covert behavior
which is modeled on overt behavior. " The words used to
describe covert behavior are the words acquired when
behaving publicaly."
Skinner
also claims that the observation of covert behavior is easy but does not tell us
just how this is to be accomplished. For all of his careful
analysis of many terms used In and around psychology, he
says very little about covert behavior. Skinner's push for
logical completeness seems to be having the effect of
revealing an incompleteness in hi s theory, and possibly
opening up radical behaviorism to the arguments of
traditional progressivism. Behaviorism Is thus by no
27
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means an unassailable
ernative alt
to progressive theory.
The other contemporary alternative to the progressive
metaphysical framework is the antecedent view of human
nature (alias: lnnatlsm, romantic psychology, humanistic
psychology, preformatlonlsm, and developmentalism). As
I have indicated, the "humanistic" theoretical foundations
lack cogency, and the developmentalism of Piaget is
based on a philosophy which has always had its em·
barrassments. In other words, either direction which the
an tecedent view has taken leads into the teeth of
traditional philosophical objections. Stated differently, ol
the three traditional possibilities for philosophy of psychology, rationalism, empiricism, and pragmatism, pragmatic psychology is by no -means any weaker than its al·
ternatives (objective empiricism or behaviorism and sub·
jective empiricism or "humanism"), and I believe that So·
cial Learning Theory is, as a form of neoprogressivism, a
good deal stronger. In other words, the psychological
basis of neoprogresslvism is now emerg ing.
Philosophical Sources
As I have already indicated, I believe that the main
weakness in Dewey's philosophy was his movement in
logic away from his earlier distinction between practical
and epistemic ends for inquiry. His holding to the ultimate
value, growth, in no way undermines the warrant for
separating two distinct kinds of thinking. Obviously we ex·
pect that theoretical thinking will observe the criterion of
growth (growth in theory); but it is also possible to view
practical inquiry as also respecting the criterion of
growth-thus, producing practical growth. It will be
remembered that in Experience and Education Dewey
arg ued that no other requi rements need be added to the
notion of growth to justify or warrant a line of development; the criterion of growth was both necessary and suf·
ficient. This argument-the argument from education or
growth-separates Dewey from the maturationist or antecedent views of educational theory, neo-Aristotleians
like Maslow and neo-Kantians like Piaget, and clearly
establishes an alternative orientation or framework for
educational theory. My point is that while the criterion of
growth is both necessary and sufficient for judging the
worthwhileness of any line of development, it does not
make any line of development the only warranted one.
Development can take many legitimate forms; that is,
whether a child decides to become a physician, a teacher,
a nuclear eng ineer, or an administrator, the criterion of
growth is satisfied if and only if what one learns or what
habits one forms allow for continued growth. This is not a
philosophy of specialization. The professions, at present,
are all reviewing themselves and finding that they have in·
terpreted their roles too narrowly. Dental students are, for
example, being told that they do not work solely on teeth,
and that they must consider how the patient thinks and
feels. The practice of dentistry requires the continued
growth in the techniques of dentistry of course, but it also
requires growth in the knowledge and understandings of
one's patients' environmental situations.
Within the context of educational inquiry, the crl ·
terion of growth can be adhered to without forcing all In·
quiry into one methodology. Theoretical and practical In·
quiry are distinguishable, and this distinction does no vlo·
lence to the foundations of pragmatism. In fact Dew·
ey's failure to retain this distinction led him to describe
in his Sources of a Science of Education, 1929, a meth·
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odology which was quite Inhibiting to the growth of the
science of pedagogy.
In several papers I have tried to show that some of the
arguments from philosophy of science aimed at the riddle
of induction have great significance for how we view our
work In education." The arguments given by Levi and
Maxwell - which I call the Levl·Maxwell
It thesis" -make
very clear that epistemic goals or ends require methods
quite different from those required for the successful pur·
suit of practical goals. Since I have reviewed these
arguments within the context of pedagogical research
elsewhere,
" I wil here only briefly describe this approach.
I
What Maxwell succeeded in doing was to show us
how to deal with the problems-of
selecting
and modifying
a metaphysical framework within which empirical science
may be profitably conducted. Maxwell argues against
Kuhn and Popper holding that it is possible to reconstruct
our assumptions about rationality in light of our research
experience with them. He specifies the rules tor so doing
in his "metamethodology." These ru les grow out of his
view of science as aim-oriented; or in Levi's words, "the
aims of Inquiry control the legitimacy of inferences."
Thus, for both Levi and Maxwell, science must constantly
be re-evaluating its goals or ends in light of scientific ex·
perience with them. Maxwell goes beyond Levi, in
showing us how metaphysical assumptions are necessary
for, but controlled within , scientific Inquiry.
It is clear from this literature that Levi and Maxwell
are working with a means-ends analysis of science, and
are properly seen In the tradition of pragmatic philosophy.
They have developed a neopragmatic analysis of scientific
inquiry. Their arguments have a fairly direct bearing upon
the direction and foundations of both empirical educational research and philosophy of education. Since progressivism In educational theory historically rested upon
pragmatist conceptions of psychology and philosophy,
and since there is warrant to claim that the Levi-Maxwell
thesis offers a neopragmatic foundation of scientific in·
quiry, 1believe that there is reason to hold that the founda·
lions for a neoprogressivism in educational theory are at
this time in place rendering a neoprogressive view of edu·
cation and schooling readily producible. The required neo·
progressive philosophy is now in place.
6. Conclusion
l have tried to show the serious educationist that
there are good reasons to give attention to a neoprogressive theory of education. Ideas rooted in Dewey and
enhanced by current research in psychology and
ph ilosophy provide the raw materials for us to begin to
carve out a new conception of schooling for the 1980s
which is worthy of a nation which has given leadership to
the world in both science and democracy. The conditions
are such that to view the earlier progressivism as nothing
more than history, reflects an ignorance of both the past
and the present. The future which this ignorance can write
is not worthy of us. The intellectual elements are at hand
to allow us-if we are really desirous and Willing to make
the great effort-to recast the schools, teaching, study·
ing, and administration into forms where children and
young adults will wan1 to go to school, study, and in·
quire; where teachers will want to meet their classes and
tell their medical and legal counterparts that they are pub·
lie school teachers; where principals and superintendents will smile at their students and teachers, and not be
asking whether more armed guards are required to walk
EDUCA TJONAL CONSIDERATIONS
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lhelr halls; where parents w ill see the school s they pay
dearly for as cenlers for inquiry and no l the narcolics
markel place. I pul ii l o you that these lhings can be; but
we, lhe educational lheorls l s, will have 10 lel lhem be
lhrough our coming 10 grips wilh what the present o ffers
us.
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Review

History:
neat and
messy
Curriculum: A History of the American Undergraduate
Course of Study Sinc e 1636 by Frederick Rudolph, Jossey·
Bass Publishers, 1977, S13.95
There are two sorts of history, neat and messy. Neat
history has no rough edges. It is the history that is presen ted In Charleston Heston movies, James Michener
novels and Introduction to the his tory o f education texts.
From neat history we learn, among other things, that the
Roman Empire fell because of its moral turpitude, that the
American Wes t was settled by lusty men and women, and
that although Vittorino da Feltrean
"(1378·14
4
6) st ds as an
exam ple of the best-educated worldly and Christian
humanist; he had too little knowledge o f science to be
considered Promethean."' It is pleasant history to read
because it confirms for us facts we already know. And, as
in the last example cited, if we did not know it before, we
have a new fact formulated neatly and conven iently
packaged for laler reference, as well as fact that flls nicely
into what we already know. Is it not a given that it was not
until the Scientific Revolution that Western man could be
truly Promelhean? Neat history, in short, is homogenized
history. All events and persons can fit into a few
pigeonholes and labelled appropriately. Good kings
always bring about civic improvemen ts, codify the laws,
and balance the exchequer. Bad king s always dissipate
themselves, bankrupt the treasury, and predtably
ic
die of
a surfeit of something.•
Messy his tory bolls over with human activity and with
the ambiguous fact. In messy history we find the virtuous
Roman huggermugger with the dissolut
e
Roman, the set·
tier of the West who got along with the Native Americans
and a Vltlorlno da Feltre in whose school at Mantua
"scientific Instruction was thought of as indispenslble to
a liberal education ..., Messy history does not lend itself to
multiple-choice tests because the exceptions are plainly
present-both the Victorian and the un-Victorian Victorian
may appear in it. Now messy history is not simply a com·
pendium of facts in which chaos reigns. The test of messy
history is variety," . . . the events and persons of history
were each unique, individual, induplicable, differenl from
us; and yet . . . al l history is human history, that is to say,
intelligible, communicable within broad limits, popular in
the ideal sense of the word.'"
Unfortunately, since the days of the too -much
maligned Ellwood P. Cubberly, history o f education has
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tended to be neat. The rough corners are knocked off of
the tale of education and we find t.hat, among other
possibilities, the history of American Education has been
a straight-tine progression of clear-eyed men and women
who have endeavored to create the democratic school of
today (c. 1939), or that American Education has shown
how the capatalist system has consistently exploited the
poor (c. 1969). An exception to this affinity for neat
systematizi ng is Frederick Rudolph's Curriculum: A
History of the American Undergraduate Course of Study 1
Since 636', which was wrl tten at the request of the Carneg ie Counci l o n Policy Studies In Higher Education.
Professor Rudolph attempts to thi nk historically about the
undergraduate curriculum since "that time long ago,
when a peculiarly self·
dem anding band of alienated
Englishmen got themselves a college almost before they
had built themselves a privy."' The book has many virtues
for someone interested in American education. The
writing is stylish and the treatment of the subject is
catholic- for example, we find both the famous Harvard
and the obscure Eckerd College here. But the virtue that I
would most like to celebrate Is Professor Rudolph's sense
that the strange and the familiar may appear together on
the historical stage. He will make sense of what he can but
not hide that which he cannot. " If the world does not
always make sense.'" he tells us, "why should the
curriculum?"' He warns us early on what we may expect
as we accompany him In the history: "Thinking about the
curriculum historically presents many pro blems and
requ ires a willingness to accep t surprise, ambiguity, and a
certain unavoidable messiness."'
Let us take a sing le Instance and consider the di ·
l
educati on has posed for the college
lemma that genera
curriculum over the last hundred years. Rudolph's account does not resolve the problems of general education
into any simple conf
l
ict-as, say, between the sciences
and the humanities. Rather, we llnd that the difficulty in
the college and universi ty curriculum is associated,
among other things, with conditions tound in the general
culture, in family, church, and community.• The difficulty
also includes the instranslgence of scientists who
seemed not to care to participate in the design of general
education programs because "'they had carved out
prestigious territory of their own'" In the curriculum and
could afford to ignore their poorer brethren from the
y even Includes the "absence o f
humanities." The difficult
agreement on the knowledge that should define an
educated person .'" ' The formula of genera
l education as
set forth in a variety o f ways during the 1920's, 1930's, and
1940's ' 'ran counter to the country's s tyle. Theory out·
distanced an earthbound imagination. Yale in 1828 and
Harvard in 1945 d id not speak the language of the country
wh ich they addressed. They mlghl have been 'right,' but
tru th was beyond authority. It was a function of process,
investigation, and experience. General education, on the
other hand, was no1 an expression of the dominant
culture. It spoke for a counter-culture that acted as if it
were l he culture, it was an expression of the ·establishment.' " 0
Perhaps this brief look at one part of Professor
Rudolph's book demonstrates one of the virtues of neal
history. Because it sanitizes experience into a few easy
categories, it seems to suggest solutions. At the conclusion of the neat history of education already ci ted, we
find the following predictions about the future o l
education in the United States. The predic tions are based
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on the assumption that a particular educational practice
will solve certain educational problems:
An " avenue of progress will be in the scientific
understanding of what constitutes and susla
human learning, ... The scientific study
lns
of the processes of learning and teaching have
already brought a new phase of technology
into being in the teaching-learning machines.
.. . " Within the curriculum, at all levels, from
primary grades through college and universi ty,
it can safely be predicted that there wl 11 !le In·
creasing opportun ity for s tudents to study In dependently ... The emphasis will be on learn ing how to learn, how to assess In formation,
hOw to establish
,
Inferenc es and how to judge
critically ... Subject matter will also gradually
lose Its sectarian quality, Its specialization In
exclusive compartments.""
On the other hand, the messy variety of history by giving
us events, movements o f opi nions along with their antecedents and concommitants of all varieties, makes
solutions to problems appear in a different light. There is
an Important benefit in this. Where neat history trans·
forms human activity and institutions into a kind of clay to
be molded and modeled according to some formula, the
messy variety captures the quick-silver nature of those
same activities and institutions. If we were dealing with
clay we could shape things according to our desires - add
a little here, remove some from there; we could quite
literally be Formalists. But quick-silve
r
is quite another
and less trac table medium . It shimmers and dances. The
very ac t of touchi ng it causes it to slip into unpredictable
forms. Our problem therefore is not to shape or model but
to find balance among forces and circumstances, and to
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recast our conceptions to keep them in accord with the
ever·changing facts of our experience.
In this sense, then, messy history's virtue is in its formative effect on Its reader. " Let man read h istory and he is
not more sure, but wiser. As Trevelyan says, 'When a man
has studied the history of the Democracy and the
Aristocracy of Corcyra (in Thucydides) .. . his political
views may remain the same, but his political temper and
his way of thinking about politics may have improved, if he
is capable of receiving an Impression.' "" Professor
Rudolph's Curriculum is readable and messy-messy
enough to be o f use in the best sense of the term.
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Review

Major
education
issues
addressed
by Kenneth P. Mortimer and Michael L. Tierney, The Three
" R's" of the Eighties: Reduction, Reallocation and Re·
trenchment Washington, D.C.: American Association for
Higher Education, Research Report No. 4, 1979, 84 pp.
$4.00
Since February of 1972, the ERIC Clearinghouse on
Higher Education has comm issioned , and the American
Association for Higher Education has published, a series
of reports on major issues facing higher education.
Through summarizing and synthesizingtlonal
the literature on
topics under study these reports are designed to present
the reader with an understand ing of the current issues and
recent developments related to higher education.
Recognizing that a research report is very seldom the
topic for a book review, this work by Mortimer and Tierney
appears to be an exception to that rule. Jn The Three " R's"
ol the Eighties: Reduction, Reallocation and Retrench·
ment, the authors address several of the major issues
which face higher education in the coming decade In a
fashion which makes this manuscript required reading tor
faculty, administrators and other policy makers. Writing In
a concise and analytic fashion, Mortimer and Tierney
review the predictions on the decline in college s tudent
population In the 1980s and the implications of suc h a
dec line for Institutional finance, programs and s taffing .
In the first major section of the report the authors
review the envi ronment of postsecondary education In the
1980s. An analysis of projections on the traditional college
age population and institutional attempts at identifying
alternative market s of "other" student populations Is
presented. Using these demographic data the authors
present an analysis of the impact of enrollment decline on
institutional revenues and expenditures. Particular at·
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lention is given lo the overall impact of enrollment decline
on income from tuition and fees and enrollment·driven
state support, formulas and the need for alternative
sources of revenue to offset the decline in enrollment
based support. The role of federal funding and private
philanthropy are addressed as well as the d istinct
problems of public and private i nstitutions.
The analysis of trends in institut ional expenditures
draw upon the work of other authors in the field and in·
elude the impact of Inflation on Institutional costs, the
problems created by the labor intensiveness ot the educa·
tion industry, and long·range financial equilibrium prob·
lems facing institutions of higt1er education.
The section of the manuscript whic h makes the most
important contribution to the 'li terature on prospects. for
the future o f higher edu cation In the 1980s is entitled
Reallocations and Retrenchments." In ad·
" Reductions,
dressing current and future crises related to staff reduc·
tions, reallocations and re trenchment due to enrollment
decline and financial constraints the authors provide de·
scriptions and analyses of both extant policies which have
been adopted by institutions and case study examples of
institutions which have implemented reduction or retrenchment activities. A s ignif icant contribution of this sec·
tion is the descriptions of alternative actions which are
available to institutions facing retrenchment challenges.
While many institutional leaders view financial exigency
as the raison d etre for retrenchment activities, the authors
cite this terminology as little understood and over·utilized.
Rather than grasp at panacea definitions of what an
exigent institution is the authors present several brief
case studies of insti tution s and sys tems of institutions
maki ng
in order to
w hich laced retrenc hment deolslon·
provide the reader with the philosophical, political
, educ
a·
and financial prec ursors of the reduction, realloca·
lion, and retrenchment deoislon·maklng . A brief analysis
o f the AAUP policy statements on reduction and retrench·
ment including legal as well as constitutional implica·
Hons, provides a fitting, although too concise. summary of
the issues faced in times of retrenchment.
In the Summary and Conclusions section, Mortimer
and Tierney set forth a series of nine statements, or
recommendations, which have implications for un·
derstanding and dealing with the uncertainties for post·
secondary education in the next decade. For those al·
tempting to gain an initial perspective on the alternatives
available to colleges and universities In meeting the twin
influences of dec lining enrollments and diminishing
resources this publication is a recommended text. It is
well wri tten and easy to unders tand, but of more im·
portance it provides the reader with a weal th o f reference
sources for further study.
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